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ABSTRACT
THE IMPACT OF TWO MIDDLE SCHOOL GRADE LEVEL START POINTS,
5TH-GRADE AND 7TH-GRADE, ON ADOLESCENTS'

8TH-GRADE

ACHIEVEMENT, BEHAVIOR, AND HIGH SCHOOL PREPAREDNESS
Elizabeth W. Standish
University of Nebraska
Advisor: Dr. John W. Hill
The grade level at which an adolescent started middle
school, 5th-grade

(n = 40) or 7th-grade

(n = 40) did not

statistically significantly impact 8th-grade students'
achievement, behavior or high school preparedness in this
study. Regardless of middle school start points all 8thgrade students performed within the fourth to sixth
stanines on a national norm-referenced test, solidly within
the average range with mean core grade point averages
ranging from a C+

(2.53) to a B (3.11). However, consistent

with national findings all middle school start point groups
demonstrated statistically significant declines in normal
curve equivalences between pretest 5th-grade to posttest
8th-grade on national norm-reference measures.
Statistically significant pretest-posttest increases in the
total days absent from 4th-grade to 8th-grade were observed
with the highest ranges representing economically
disadvantaged students. Patterns of statistically
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significant difference emerged repeatedly in the comparison
of low and high socioeconomic groups regardless of middle
school start point. Middle schools must be given the
autonomy and societal support to transform from within,
understanding that curriculum novelty and uniqueness must
be buttressed by clear consistent adult rules and
nurturance if we are to ever have a truly effective middle
school philosophy.
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CHAPTER ONE
Introduction
Educators are confused today about when childhood ends
and adolescents begins

(Kroger, 2004; Lerner & Steinber,

2004). This confusion is manifest in our national debate
about the most effective school setting for students
between 10 years of age and 14 years of age

(Brinthaupt &

Lipka, 2002; Weiss & Kipnes, 2006). More often than not
parents must accept placing their child in a 5th-grade
through 8th-grade middle school or a 7th-grade through 8thgrade middle school without regard for the student's
physical and emotional maturity levels and readiness for
either option

(Juvonen, 2007; Poncelet & Metis Associates,

2004) .
Middle

School Start Point

Confusion

Throughout the second half of the twentieth century,
various experts defined the middle school movement, never
committing to an optimal grade level starting point
(Carnegie Council on Adolescent Development, 1989 & 1995;
National Association of Secondary School Principals, 1975;
National Middle School Association, 2003). Furthermore, the
optimal grade level starting point was intentionally
undefined to provide school policy makers the autonomy to
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determine the start point based on existing operational
structures

(Molitor & Dentker, 1982). Schools embraced the

middle school concept within the existing junior high 7thgrade and 8th-grade structure and reform began mostly
through logistical changes to the traditional junior high
school (George, Stevenson, Thomason & Beane, 1992; Molitor
& Dentler, 1982). It seems that reform efforts and
investigations throughout the middle school movement rested
in identification of the elements necessary to serve
adolescent educational needs without wholeheartedly
addressing adolescent physical, social, and emotional
developmental needs (Brinthaupt & Lipka, 2002; Juvonen,
2007). The dictionary definition of middle school reflects
student start points noting a middle school is "a school
usually including grades five to eight or six to eight"
(Merriam-Webster, 2008). The most prevalent start point for
a middle school is 6th-grade, 59% of all students attending
a public school with an 8th-grade end point began in 6thgrade (NCES, 2006).
Middle School

Philosophy

Societal forces occurring during the 1960's and 1970's
provoked the middle school movement. These forces included:
(a) baby boomer crowded elementary schools,
mandated desegregation,

(b) court

(c) early on-set of puberty, and

3
(d) pop culture

(Beane & Lipka, 2007; George, 1992; Mizell,

2005;).
Baby boomer crowded elementary schools. According to
the United States Census Bureau (2006) the post World War
II baby boom dating from 1946 to 1964 resulted in record
enrollments in our nation's elementary schools beginning as
early as the 1950's increasing enrollment 17% from 1958 to
1963 (U.S. Census, 1963). Elementary schools scrambling to
find room for too many students resorted to simply moving
6th-grade students to new junior high school settings
(George, et al., 1992; Juvonen, Le, Kaganoff, Augustine, &
Constant, 2004; Molitor & Dentler, 1982).
Court mandated desegregation.
Education

The Brown v. Board of

(1954) decision set forth dramatic changes for

America's public schools (Brown v. Board of Education,
1954). School districts faced the challenge of dissolving
racially segregated, so called separate but equal schools
moving students to integrated settings. Once again
educators turned to restructured junior high schools in an
attempt to accommodate the desegregation mandates by
assuming that 6th-graders would be able to function in an
integrated environment allowing the lower elementary grades
to maintain status quo (George, et al. , 1992; Juvonen, et
al., 2004; Molitor & Dentler, 1982).
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Early on-set of puberty. A recent compilation of
United States data on pubertal trends in children
demonstrates an earlier on-set of puberty in young
adolescents

(Herman-Giddens, 2006; Juvonen, et al., 2004;

Susman & Rogol, 2004; Van Jaarsveld, Fidler, Simon, &
Wardle, 2007). The characteristics monitored to determine
the on-set of puberty including breast development, genital
development, pubic hair growth, and menstruation

(Herman-

Giddens, 2006) indicate a decrease of approximately one and
one-half years in age in the onset of genital development
for boys and breast development, pubic hair development,
and menstruation for girls comparing national longitudinal
trends from the 1930's to the 1990's (Herman-Giddens, 2006;
Susman & Rogol, 2004). The trend towards earlier on-set of
puberty is of concern as it correlates with a higher
propensity for youth to engage in early sexual behavior,
smoking, and substance abuse (Herman-Giddens, 2006; Lynne,
2007; Van Jaarsveld, et al. , 2007) . Researchers speculate
that increasing childhood obesity, increasing exposure to
chemicals, stress, and pop cultural influences may all play
a role in this trend towards the earlier on-set of puberty
(Herman-Giddens, 2006).
Pop culture. A 2006 survey provides a glimpse into the
web-based, Internet driven digital world of adolescent
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expression. Ninety-three percent of teenagers' surveyed use
the Internet and 64% of them participate in some form of
content creation online (Pew Institute, 2007). Gone are the
days when the tangible signs of youthful rebellion
manifested in music, hairstyles, and clothing choices
defined the journey from childhood to adulthood. The
increasingly digitally interactive world is confounded by
media crazed coverage of pop culture icons. Celebrity
coverage often includes young stars and starlets such as
Brittany Spears, Lindsay Lohen, Paris Hilton, and Carson
Daily, partying, drinking, driving, rehabbing, and
relapsing

(Celizic, 2008; Furuya, 2008). This destructive

iconic culture exaggerated by reality television, online
access, and a fagade of intimate access to celebrities is
detrimental to adolescents who are grappling with their own
identity issues (Cottle, 2001; Kamalipour & Rampal, 2001).
The celebrity context often depicts self-destructive
behavior as glamorous and risk-free

(Kamalipour & Rampal,

2001).
Historical

adolescent reports. The inquiry into

adolescents needs resulted in two pivotal reports:
"Secondary Schools in Changing Society: This We Believe" in
1975 (National Association of Secondary School Principals)
and "Turning Points: Preparing American Youth for the 21st
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Century" in 1989 (Carnegie Council on Adolescent
Development). Concerned for the complex societal challenges
adolescents faced, these historical reports proposed a
transformation of the nation's junior high schools to the
newly defined middle school philosophy.
Middle school philosophy focuses on the needs of
adolescents through establishing smaller communities,
prepared teachers, an interdisciplinary curriculum,
exploratory learning, a concentration on relationships, and
promotion of healthy choices, in a school designed
specially for adolescent needs (Carnegie, 1995, National
Middle School Association, 2003). Juvonen asserts that "The
goal--of middle school reform--was essentially to make
middle schools feel more like elementary schools"

(Juvonen,

p. 198, 2007). Proponents of middle school philosophy
continue to advocate that adolescents are best served
through a school specifically designed to serve and meet
their unique needs (McEwin, Dickinson, & Jacobson, 2005).
Current Retreat from Middle School Reforms
Reports provided by conservative think tanks and
mainstream media have recently sensationalized the
persistent academic debate about the middle school's
ability to serve adolescent needs. For example, Time
magazine asked the headline question, "Is Middle School Bad
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for Kids?"

(Wallis, 2005; p. 48). Furthermore, the Thomas

B. Fordham Institute

(Yecke, 2005) published a report

titled "Mayhem in the Middle: How middle schools have
failed America--and how to make them work." The basis for
making this proclamation of malpractice called middle
school is found in a much more grounded, yet still
controversial, report by the Rand Institute

(2005) calling

for a new generation of middle school reform.
Urban restructuring

of middle schools. Does the middle

school philosophy meet adolescent needs? Many urban
centers, in an effort to answer this very question, are
retreating from middle schools all together. For example,
many years of negative trends lead the Cleveland Public
Schools to restructure one-fourth of their Kindergarten
through 5th-grade schools. Many elementary kindergarten
through 5th-grade schools were transformed into
Kindergarten through 8th-grade centers (Poncelet & Metis
Associates, 2004). In Philadelphia, the city school
district phased out all of their middle schools by
expanding elementary school grade offerings resulting in
kindergarten through 8th-grade schools district wide (Weiss
& Kipnes, 2006). Several other large city school districts,
including Milwaukee, Cincinnati, Minneapolis, and Memphis
are also considering this option (Wallis, 2005). The
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current retreat from the middle school concept, a school
intended to serve the unique needs of adolescents,
exemplifies the level of confusion and complexity found in
educating adolescents.
Adolescent Needs are Not Being Met
The Turning Point report (1989) stated that "A
volatile mismatch exist between the organization and
curriculum of middle grade schools and the intellectual and
emotional needs of young adolescents"

(Carnegie Council on

Adolescent Development, p. 8). The middle school movement
sought to reform middle schools into places that embraced
adolescent needs. The realities demonstrate the inverse is
currently true. Middle schools continue to be characterized
as large, impersonal, departmentalized, controlling, and
even deeming environments which run counter to adolescent
needs (Clements & Seidman, 2002; Poncelet & Metis
Associates, 2004). The persistent path of middle school
reform continues to fall short of meeting adolescents
physical, social, emotional, and educational needs
(Juvonen, 2007; Poncelet & Metis Associates, 2004; Weiss &
Kipnes, 2006).
Considering contemporary influences such as weakened
families, pop culture, and learning demands placed on
adolescents today, it is imperative that the middle school
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start point and programming align with adolescents
developmental and education needs.
Purpose of the Study
The purpose of this study was to determine the impact
of two middle school grade level start points, 5th-Grade
and 7th-Grade, on low and high socioeconomic status
adolescents' 8th-grade achievement, behavior, and high
school preparedness.
The study analyzed performance on national
standardized tests, statewide writing exams, core grade
point averages, and days absent, to determine what
relationship, if any, exist between students' middle school
start points and their performance measures.
Research

Questions

The following research questions were used to analyze
student achievement.
Overarching Pretest-Posttest Achievement Research
Question #1: Did low SES students, who started middle
school in the 5th-grade, lose, maintain, or improve their
pretest 5th-grade compared to their posttest 8th-grade
California Achievement Test (a) total reading,
language,

(b) total

(c) total math, and (d) total battery NCE scores?
Sub-Question 1a. Was there a significant

difference between low SES students, who started middle
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school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test (a) total
reading NCE scores?
Sub-Question 1b. Was there a significant
difference between low SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test (b) total
language NCE scores?
Sub-Question 1c. Was there a significant
difference between low SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test (c) total math
NCE scores?
Sub-Question 1d. Was there a significant
difference between low SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test (d) total
battery NCE scores?
Overarching Pretest-Posttest Achievement Research
Question #2: Did high SES students, who started middle
school in the 5th-grade, lose, maintain, or improve their
5th-grade California Achievement Test NCE scores compared
to their 8th-grade California Achievement Test NCE scores
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for (a) total reading,

(b) total language,

(c) total math,

and (d) total battery?
Sub-Question 2a. Was there a significant
difference between high SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(a) total reading?
Sub-Question 2b. Was there a significant
difference between high SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(b) total language?
Sub-Question 2c. Was there a significant
difference between high SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(c) total math?
Sub-Question 2d. Was there a significant
difference between high SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(d) total battery?
Overarching Pretest-Posttest Achievement Research
Question #3: Did low SES students, who started middle

school in the 7th-grade, lose, maintain, or improve their
5th-grade California Achievement Test NCE scores compared
to their 8th-grade California Achievement Test NCE scores
for (a) total reading,

(b) total language,

(c) total math,

and (d) total battery?
Sub-Question 3a. Was there a significant
difference between low SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(a) total reading?
Sub-Question 3b. Was there a significant
difference between low SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(b) total language?
Sub-Question 3c. Was there a significant
difference between low SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(c) total math?
Sub-Question 3d. Was there a significant
difference between low SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to

13
ending 8th-grade California Achievement Test NCE scores for
(d) total battery?
Overarching Pretest-Posttest Achievement Research
Question #4: Did high SES students, who started middle
school in the 7th-grade, lose, maintain, or improve their
5th-grade California Achievement Test NCE scores compared
to their 8th-grade California Achievement Test NCE scores
for (a) total reading,

(b) total language,

(c) total math,

and (d) total battery?
Sub-Question 4a. Was there a significant
difference between high SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(a) total reading?
Sub-Question 4b. Was there a significant
difference between high SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(b) total language?
Sub-Question 4c. Was there a significant
difference between high SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(c) total math?
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Sub-Question 4d. Was there a significant
difference between high SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(d) total battery?
Overarching Posttest-Posttest Achievement Research
Question #5: Did low SES 5th-grade start point, high SES
5th-grade start point, low SES 7th-grade start point, and
high SES 7th-grade start point students have congruent or
different end of 8th-grade norm-referenced total reading,
total math, total language, and total battery NCE
achievement test scores?
Sub-Question 5a. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students 8th-grade normreferenced total reading NCE achievement test scores?
Sub-Question 5b. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students 8th-grade normreferenced total language NCE achievement test scores?
Sub-Question 5c. Was there a significant main
effect between low SES 5th-grade start point, high SES 5th-

15
grade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students 8th-grade normreferenced total math NCE achievement test scores?
Sub-Question 5d. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students 8th-grade normreferenced total battery NCE achievement test scores?
Overarching Posttest-Posttest Achievement
Research Question #6: Did low SES 5th-grade start point,
high SES 5th-grade start point, low SES 7th-grade start
point, and high SES 7th-grade start point students have
congruent or different ending 8th-grade statewide writing
exam scores?
Sub-Question 6a. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students ending 8th-grade
statewide writing exam scores?
The following research questions were used to analyze
student behavior.
Overarching Pretest-Posttest Behavior Research
Question #7: Did low SES 5th-grade start point, high SES
5th-grade start point, low SES 7th-grade start point, and
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high SES 7th-grade start point students lose, maintain or
improve their pretest fourth grade frequency total days
absent compared to their posttest 8th-grade frequency total
days absent?
Sub-Question 7a. Did low SES 5th-grade start
point, students lose, maintain, or improve their ending
fourth grade frequency total days absent compared to their
ending 8th-grade frequency total days absent?
Sub-Question 7b. Did high SES 5th-grade start
point, students lose, maintain or improve their ending
fourth grade frequency total days absent compared to their
ending 8th-grade frequency total days absent?
Sub-Question 7c. Did low SES 7th-grade start
point, students lose, maintain or improve their ending
fourth grade frequency total days absent compared to their
ending 8th-grade frequency total days absent?
Sub-Question 7d. Did high SES 7th-grade start
point, students lose, maintain, or improve their ending
fourth grade frequency total days absent compared to their
ending 8th-grade frequency total days absent?
Overarching Posttest-Posttest Behavior Research
Question #8: Did low SES 5th-grade start point, high SES
5th-grade start point, low SES 7th-grade start point, and

17
high SES 7th-grade start point students have congruent or
different ending 8th-grade frequency total days absent?
Sub-Question 8a. Was there a significant
difference between students, who started middle school in
the 5th-grade, and students, who started middle school in
the 7th-grade, frequency total days absent?
The following research questions were used to analyze
student high school preparedness.
Overarching Posttest-Posttest High School Preparedness
Research Question #9: Did low SES 5th-grade start point,
high SES 5th-grade start point, low SES 7th-grade start
point, and high SES 7th-grade start point students have
congruent or different ending 8th-grade core grade point
averages?
Sub-Question 9a. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students ending 8th-grade core
grade point averages?
Assumptions
This study had several strong features. The two
research middle schools were geographically,
programmatically, and demographically similar. The 5thgrade start point middle school and the 7th-grade start
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point middle school were located approximately three miles
apart from each other in Northeast Omaha. Both schools were
considered and referred to as Magnet schools under the
Omaha Public School's student assignment plan. The 5thgrade start point middle school was made up of 728 students
in grades five through eight consisting of 67% percent
minority students and 67% of the student population
participated in the free or reduced priced lunch program.
The 7th-grade start point middle school was made up of 686
students' grades seven and eight consisting of 65% minority
students and 74% of the student population participated in
the free or reduced priced lunch program.

(Omaha Public

Schools, 2007)
It was assumed that the school leadership and staff
had an equal impact on the success outcomes of each student
population. According to the Nebraska Department of
Education State of the Schools report, the staff members in
both schools had comparable experience at an average of
eight to nine years of experience

(NDE, 2007) . Furthermore,

43% percent of the staff at the 5th-grade start point
middle school had earned master degrees and 33% of the
staff at the 7th-grade start point middle school had earned
master degrees

(Nebraska Department of Education, 2007). At

the time of the study, both schools had satisfied Adequate
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Yearly Progress mandates as outlined by the Nebraska
Department of Education in all required subject areas.
Delimitations

of the Study

This study was delimitated to eight grade students of
an urban school district attending two of eleven middle
schools. All of the 8th-grade students were considered for
full participation in the 5th-grade start point and 7thgrade start point school programming. The 8th-grade
students were further delimitated based on attendance at
one elementary school and one middle school within the
sequence of programming. All 8th-grade students were
required to take the California Achievement Test and
Statewide Writing Exam during the course of the school
year. Data on attendance and course grades were collected
routinely and uniformly throughout the school year.
Limitations
The sample for this exploratory study was confined to
8th-grade students participating in the 5th-grade start
point and 7th-grade start point middle school programming
at two middle schools with the Omaha Public School
district. The success indicators of course grades were
subject to the individual judgment and practice of staff
members. The small number of participants could skew the
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statistical results and limit generalization of the
findings.
Definitions

of Terms

5th-grade Start Point Middle School. The 5th-grade
Start Point Middle school is defined as a middle school
serving students in grades five through eight. Students are
served through a team approach in which groups of
approximately 100 students shared a core group of teachers
and common area for instruction. Teacher teams share common
planning time to design curriculum, study instruction,
discuss student needs, and plan interventions.
7th-grade Start Point Middle School. The 7th-grade
Start Point Middle school is defined as a middle school
serving student grades seven through eight. In the seventh
grade, students are served in a modified team approach in
which groups of approximately 100 students shared a core
group of teacher and common area for instruction in the
seventh grade. Teacher teams share common planning time to
design curriculum, study instruction, discuss student
needs, and plan interventions. In the 8th-grade, students
are served through a traditional departmentalized junior
high approach.
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Adolescence. Adolescence is defined as the period of
physical, social, emotional, and educational transition
between childhood and adulthood

(Blakemore, 2008).

Adolescent. An Adolescent is defined as a person
amidst the physical, social, emotional, and educational
transition between childhood and adulthood typically
between the ages of 10 and 14 (Roeser & Lau, 2002).
California Achievement
Achievement

Test (CAT/5). The California

Tests (CAT/5) is defined as a measure of

students' educational development in reading, spelling,
language, mathematics, study skills, science, and social
studies using multiple-choice and constructed-response
question formats. The CAT/5 is administered to all 5thgrade and 8th-grade students in the Omaha Public Schools
(Mental Measurements Yearbook, 2007).
Core Grade Point Average. A student's core grade point
average is defined as the average of a student's grades in
reading, math, science, social studies, and language arts
based on a 4.0 scale. For the purpose of this study, an A
equal four points, a B equals three points, a C equals two
points, a D equals one point and an F equals zero points.
Cut score. Cut score is defined as a score in which
students performing at or above demonstrate proficiency of
the defined standard.
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Days absent. Days absent are defined as a frequency
count of days absent at threshold of five or more days.
District wide expectations require school counselors to
intervene through contact with a student and family at five
days of absence in an effort to avoid further patterns of
absenteeism.
Family ties. Family ties are defined as the structure,
support and attention an adolescent experiences in the home
context.
High school preparedness.

High school preparedness is

defined as a core subject grade point average. The higher
the core subject grade point average the more prepared a
student is to achieve the necessary credits to graduate
high school within four years.
High Socioeconomic

Status

(HSES). High Socioeconomic

status is defined as a student not participating in the
free or reduced priced lunch program.
Incidents resulting in suspension. Incidents resulting
in suspension are defined as the number of times a student
behaves in violation of the student code of conduct
resulting in a suspension from school.
Low Socioeconomic

Status

(LSES). Low socioeconomic

status is defined as a student participating in the federal
free or reduced priced lunch program.
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Magnet school. A Magnet school is defined as a school
offering a theme based extra-value curriculum and
experiences in a learning environment that embraces
diversity and cultural understanding. Students and families
select to attend a Magnet School through the Student
Assignment Plan process.
Normal Curve Equivalent

(NCE). Normal curve equivalent

scores are defined as standard scores with a mean equal to
100 and standard deviations equal to 21.06 in a scale that
divides the normal curve into 100 equal intervals.

(Best &

Kahn, 2006)
Norm Referenced

Test (NRT). Norm Referenced Test is

defined as a test administered to a large national sample
in which the mean, median, and mode are used to establish a
normal curve distribution for score comparison. Norm
Referenced Tests compare scores representative of a
student's knowledge and skills to their peers.
Social connectedness.

Social Connectedness is defined

as an adolescents' sense of caring and belonging within
their family, community, and school contexts.
Statewide Writing Exam. The Statewide Writing Exam is
a writing exam administered within a common timeframe at
grades four, eight, and eleven throughout the state of
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Nebraska. The writing is double scored through a statewide
process in which a cut score is determined.
Student Assignment

Plan. The Student Assignment Plan

is establish by the Omaha Public School district and
defined as process of student assignment to schools with
the goal of creating integrated learning environments.
Integrated learning environments are created through
students and families' exercising choice in the selection
of district magnet schools and high schools. Often students
who select a magnet school are also provided
transportation.
Student Code of Conduct. The student code of conduct
is defined as common guidelines and expectations for
behavior established district wide.
Significance

of the Study

This study has potential to contribute to research,
practice, and policy. The significance of this study lies
within the debate about how to effectively serve early
adolescents. Two middle schools with varying grade level
start points, 5th-grade and 7th-grade, within the same
school district made for a rich research forum. The
similarities and consistency in programming, curriculum,
demographics, expectations, policies, and practice provided
a backdrop for this study of middle school grade level
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start points. The results of this study will inform middle
school program formation based on measured student success.
Contribution

to research. This study will inform the

literature on the most effective school setting for
adolescent age students. Emerging work on adolescent brain
research, the increasingly earlier on-set of puberty and
the effects on the school context will provide educators
critical information about adolescents needs. The blend of
research on the physical, social, emotional, and behavioral
needs of adolescents against the backdrop of the middle
school context and trends will provide school leaders
noteworthy points to consider when developing middle school
programs.
Contribution

to practice.

The results of this study

will be communicated to the leadership and decision makers
of middle school design. Findings from the study and review
of literature will inform building level decisions relative
to staffing, scheduling, and instructional delivery.
Contribution

to policy. The results of this study will

be presented for consideration to the Omaha Public Schools
Student Assignment Plan writing team. The Student
Assignment Plan writing team is responsible for making
recommendations to the board of education relative to
facilities, grade level configurations, and methods of
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student assignment. Changes to the middle school grade
level configurations will result from policy decisions at
the board of education level.
Organization

of the Study

The literature review relevant to this study is
presented in Chapter 2. Chapter 3 describes the research
design, methodology, and procedures that will be used to
gather and analyze the data of the study. Chapter 4 will
report the research results, and Chapter 5 will provide
conclusions and a discussion of the research findings.
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CHAPTER TWO
Review of the Literature
During the 20th Century America's schools transitioned
from a two-level elementary and secondary system to a
three-level elementary, middle, and high school system
(Alexander & McEwin, 1989; Brough, 1995; Juvonen, et al. ,
2004; Mason, 1995). The identity crisis of middle level
education mirrors the legitimate and necessary
developmental identity crisis of the very adolescents
middle level grades are intended to serve (Clark & Clark,
1994; Clements & Seidman, 2002; George, et al., 1992). This
crisis is illustrated by conflicting middle school goals
that on the one hand are promulgated to prepare and
essentially toughen students to ultimately withstand the
rigors of high school while on the other hand nurturing
them because they are not grown up enough to accomplish
this transition task by themselves

(Juvonen, et al., 2004).

Middle school professionals become confused in balancing
warm and fuzzy with hard and tough as a bridge between two
drastically different educational settings. Confusion over
the most effective school setting for children ages 10 to
14 began with the establishment of the junior high school.
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The Junior High School
The foundation for middle level education resides in
the establishment of the junior high school predominately
developed to improve secondary education (Alexander &
McEwin, 1989; Brough, 1995; Clark & Clark, 1994; George, et
al., 1992; Juvonen, et al., 2004; Mason, 1995). The face of
secondary education has changed drastically throughout
history. Staring in 1940, 68% of children 16 and 17 years
of age were enrolled in school, this percentage increased
to 84% by 1961 and 93% as of 2005 (U.S. Census, 1962; U.S.
Census, 2005). The expectations for high schools have also
expanded significantly. For example, in 1929, 20% of youth
continued their schooling to the twelfth grade versus 70%
youth in 1960 (Molitor & Dentler, 1982). School
professionals, feeling pressure from university leaders and
society as a whole, determined that initiating a more
rigorous specialized departmental approach to instruction
at earlier grades would raise achievement, increase
graduation rates, and consequently meet the rising demands
placed on the American high school students

(Brough, 1995;

Clark & Clark, 1994; George, et al. , 1992; Juvonen, et al.,
2004; Mason, 1995).
The rise of the junior high school resulted in an
additional school transition for most adolescents and
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resulted in high school like departmentalization and
specialization of teachers and curriculum. Furthermore, the
rise of the junior high school resulted in a practice
commonly called tracking, which sorted students by both
real but all to often biased academic criteria

(Clements &

Seidman, 2 0 02).
Multiple

Transitions. Junior high school requires

children to make two major school transitions during the
time of adolescence

(Clements & Seidman, 2002; Juvonen, et

al., 2004). A current longitudinal study of 187 adolescents
who experienced a transition between fifth and sixth grade
and 142 adolescents who did not experience a transition,
demonstrated that adolescents who experienced a transition
exerted less academic effort, performed worse academically,
experienced greater feelings of discomfort about school and
an increased likelihood of depression. The general findings
indicated that an adolescent's beliefs throughout an early
school transition can create a risk for long-term
dysfunction

(Rudolph, Lambert, Clark & Kurlakowsky, 2001) .

Middle level education advocates continue to ponder tough
questions about transitions and consequently appropriate
middle school start points

(Abella, 2005; McEwin, Dickson &

Jacobson, 2005; Mizell, 2005). When is the right time for a
school transition?

How many transitions should a child
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experience? Should a school just for adolescents exist? If
so, when should it start?
Tracking. Tracking was a major consequence of the
philosophical shift away from kindergarten through 8thgrade schooling

(Brough, 1995; Clark & Clark, 1994;

Clements & Seidman, 2002; George, et al., 1992; Mason,
1995). By the 1980's, tracking, as a means of rigorous
academic preparation for students thought to be
academically talented while assigning students thought to
be less capable to vocationally oriented classes, was an
accepted philosophy. As a personal note during the
researchers own 5th-grade elementary school experience
tracking was initiated primarily to benefit the smart
students. In the smart class the 5th-grade and 6th-grade
students not only had their own curriculum but also had the
same teacher for two years. On the other hand teachers
often--and tragically--reminded students tracked into the
other classroom that they were there because they were not
smart. The researcher knows this first hand because the
researcher was assigned to the not smart class.
Unfortunately, for many years the researcher internalized
the not smart injunction imposed by well meaning but wrong
teachers and administrators. Around age 20, the end of
adolescence, the researcher finally determined she was
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smart. The same cannot be said for all of her classmates
and friends. The researcher is not alone with this
experience. A nationally recognized leader in education,
Dr. Rudy Crew, Superintendent of the Miami-Dade County
Schools, tells a candid story of his own inaccurate
labeling and tracking into the 8th-grade vocational track.
Because Dr. Crew knew even then that his 8th-grade guidance
counselor was wrong about his ability to succeed
academically this childhood moment of motivation
contributes even today to his personal realization that we
must be committed to excellence in education for every
child (Crew, 2007). These personal experiences mirror
research findings suggesting that high-ability students
when tracked into separate classes receive ideal settings
and the greatest benefits while mid-ability students
receive no benefit when tracked, and low-ability students
when tracked experience negative, even detrimental,
classroom experiences. All tracked adolescents receive a
strong prejudgment message often at odds with developmental
due process

(Clements & Seidman, 2002) .

The junior high school instructional approach, heavily
present by 1960, began to be called into question just
twenty years later marking the beginning of the middle
school movement

(Brough, 1995; George, et al., 1992;
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Juvonen, et al., 2004; Mason, 1995; McEwin & Alexander,
1989).
The Middle School Movement
The harsh realities of the college prep junior high
school and lack of effectiveness eventually gave way to
conversations about how to make junior high schools more
developmentally appropriate and responsive to adolescent
needs (Brough, 1995; Juvonen, et al., 2004) . These
conversations lead to the middle school movement, zeroing
in on the organization and programmatic structures of
middle level education (Brough, 1995; Clark & Clark, 1994;
George, et al., 1992; Juvonen, et al., 2004; Mason, 1995;
McEwin & Alexander, 1989; Raebeck, 1992).
This We Believe. In (1974), the National Association
of Secondary School Principals commissioned a taskforce
made up of three high school principals, two
superintendents, one professor of education and one
association representative to develop a position statement
on secondary education, referred to as This We Believe. In
their work to develop a position on secondary education,
the authors established what they hoped would be a pillar
for middle school reform based on topics of society,
curriculum, instruction, graduation, school activities, and
governance that completely missed the importance of
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adequately addressing the unique developmental, cognitive,
social, emotional, and learning needs of adolescents. The
National Middle School Association's further edition of
their report This We Believe

(2003) also failed to delve

into the unique developmental period called adolescence
even though it was clear that in order to make middle
schools work more than structural change would be necessary
(Brinthaupt & Lipka, 2002; Juvonen, et al., 2004; Mills,
1995).
Turning Points. In 1986, the Carnegie Corporation
established the Carnegie Council on Adolescent Development
to bring adolescent needs to the forefront resulting in the
publication of Turning Points

(1989). Turning Points

(1989)

detailed the fateful societal choices adolescent were
making and provided a vision to transform middle level
education. The vision includes smaller communities, health
education, families as partners and once again teachers
equipped to meet the needs of adolescents. The method
described to equip teachers to serve the needs of
adolescents included coursework and direct experience in
middle grade schools (Carnegie, 1989). Once again explicit
descriptions of adolescent needs continued to be missing
(NMSA, 2003). Lack of attention to adolescent needs did
result in a push to make middle schools developmentally
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responsive in the 1990's however these efforts resulted in
an either-or-mentality, focusing on the social and
emotional needs of adolescent often to the exclusion of
learning needs and academic success (Juvonen, et al.,
2004) .
Middle School Reform: For Better or Worse?
To ascertain the effectiveness of middle schools
specifically designed to meet adolescent needs Corbett and
Wilson (1998) surveyed nearly 200 students perceptions of
their middle level education finding stark contrast between
what students desired and the experiences reported.
What students desired. Students described the type of
teacher they needed as eager to help students equally by
intently responding to questions and being accessible
during and outside of class time. Furthermore, teachers
must be strict enough to effectively progress through
content and maintain control but nice, described as
respecting students and resisting quick judgment. Finally,
teachers must be able to explain content and assignments
step by step if necessary. Students seek instruction that
is project-based in a fun context through small groups.
Stark contrast. Nearly three-quarters of students
surveyed described the difficult learning environments that
made up at least a portion of their experiences in middle
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school. Difficult learning environments were described as
disruptive and unsupportive classrooms. In disruptive
classrooms, teachers entered into power struggles resulting
in irrational consequences and frequent teacher to student
put-downs out of frustration. In unsupportive classrooms,
students felt they were left on their own to learn new
material.
Implementation

Called to Question

The middle level debate is still unresolved and trends
currently confounding the solutions can be found in (a)
questioning implementation,

(b) retreating altogether, (c)

and failing ninth graders.
Questioning implementation.

A 1980's study of 7 school

districts explored the implementation of middle school
reform and found shortfalls prevalent in all districts and
attributed the shortfalls to a lack of planning, lack of
commitment at the school level, inadequate staff
development, inappropriate adaptation of the middle school
philosophy, and fiscal cutbacks

(Molitor & Dentler, 1982).

A progress report by the National Associations of Secondary
School Principals

(1989), original authors of This We

Believe, found poor planning, poorly prepared teachers and
missing elements of the original hope for middle schools.

36
The report (Alexander & McEwin, 1989) closes with a grim
prognostication:
After another one or two decades, with greater supply
of personnel who have had the special preparation
needed, greater unanimity of practice and higher
quality of education in the middle should be evident.
Without such progress, the much-sought significant
improvement in America's total educational program is
unlikely if not impossible,

(p. 8)

This statement provides a clear and explicit
communication of mission middle school reform--missed. In a
recent study of high and low performing middle schools,
researchers found a 73% implementation rate in both high
and low performing schools. This perplexing finding leaves
researchers hard pressed to attribute high student
achievement to implementation of middle school reform alone
(Roney, Brown & Anfara, 2006). When the effectiveness of
middle school philosophy is questioned, lack of
implementation or adherence to the philosophy often severs
as the justification for a failed reform (Beane & Lipka,
2006; Erb, 2006). Research today, decades later,
demonstrates that implementation of middle school reform is
highly questioned and found to exist in its original form
only at a structural level (Juvonen, et al., 2004) .
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Retreating altogether. The notion that middle school
reform may be a failed promise has lead to a resurgence of
interest in the kindergarten through 8th-grade extended
elementary school approach. Due to years of negative middle
school achievement trends, the Cleveland Municipal School
District also embraced the K-8 approach. The Cleveland
comparative study of the math and reading achievement of
sixth graders in a middle school environment and elementary
school environment demonstrated moderate effect size gains
for those served in the elementary school setting

(Poncelet

& Metis Associates, 2004). However, a comparative study of
1,483 diverse students in the Philadelphia School district,
who recently finished 8th-grade in a K-8 setting and a
middle school setting, yielded continued unanswered
questions about the most effective setting for students
between 10 years of age and 14 years of age. Six of the
eight outcomes demonstrated no difference based on the type
of school, students attended. Significant differences were
found in the indicators of self-esteem and feelings of
threat often attributable to transition with K-8 setting
students feeling more empowered and safer (Weiss & Kipnes,
2006).
Failing ninth graders. Nationally, one quarter of the
adolescents entering high school will not graduate in 4
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years (Seastrom, M., Hoffman, L., Chapman, C. & Stillwell,
R., 2007). Currently, 26% of all ninth graders in the
research school district are not on track to graduate in
four years (Omaha Public Schools, 2007). A study of all
public high school students in North Carolina found the
following reasons ninth graders indicate for dropping out
of school: 5.89% for academic reasons, 19.44% for
discipline reasons, 7.81% for employment reasons, 2.21% for
family reasons, 7.00% for moving reasons and 57.07% for
attendance reasons (Stearns & Glennie, 2006). Students who
drop out report feelings of alienation from school many
years prior to dropping out and strong correlations exist
between feelings of teacher rejection, deviant peer
associations, and dropping out. Furthermore, students who
drop out report devaluing the importance of grades only
after doing poorly in school not before

(Kaplan, Peck, &

Kaplan, 1997). Balfanz, Herzog, and Mac Iver (2007), in a
study of 13,000 students found that poor attendance,
misbehavior, and course failures in math and/or English in
sixth grade can be used to identify 60% of the students who
will not graduate from high school. The reality is ninth
grade failure begins with failure and disengagement during
middle school (Balfanz, et al. , 2007; Juvonen, et al.,
2004) .
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Reforms conveyed through position papers, checklist
characteristics, and bulleted concepts have not provided
the guidance necessary to create a middle level environment
that embraces and inspires adolescent learning

(Beane &

Lipka, 2006; Clements & Seidman, 2002; Juvonen, et al.,
2004; Morocco, Brigham, & Aguilar, 2006;). The pillars of
middle school reform do little to describe and address the
physical, social, and emotional needs of adolescents
(Clements & Seidman, 2002). As educators continue to debate
the most effective school setting for students between 10
years of age and 14 years of age, clarity may be found in a
deeper, even a clinical, understanding of adolescent
physical, social, and emotional needs.
Understanding Adolescents

Physical Needs

Brain development. Throughout adolescence, changes
occur in the brain pathways controlling emotional
expression, cognitive and attention functions and reward
sensitivity

(Keating, 2004). Magnetic resonance imaging

(MRI) has allowed the field of adolescence neuroscience to
evolve, paying great attention in the study of brain
function in the living and growing brain. A study of 329
total brain scans from the National Institute of Mental
Health provides a foundation of understanding the
adolescent brain. The human brain is approximately 90% of
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its adult size by the age of 6 (Giedd, 2004). The total
size of the brain is relatively stable across 6 to 20 years
of age but the structures and regions undergo dynamic
changes. Specific areas of interest include: 1)
myelination, 2) synaptic prunning, and 3) the prefrontal
cortex (Giedd, 2004) .
Myelination. Myelination, the protein matter that
forms around the axons in the brain acts as an insulator
facilitating the speed of neuronal transmissions. This
process occurs on a relatively linear course throughout
childhood, adolescence, and into adulthood resulting in
increased cognitive complexity and the ability to combine
information from various sources (Blakemore, 2008; Giedd,
2004; Spessot, Plessen, & Peterson, 2004).
Synaptic pruning. Pruning, identified through the
analysis of cortical gray matter in the brain, refers to
the regressive process of developmentally appropriate
neuronal loss as individuals move from adolescents to early
adulthood. The process of increasing neuronal connections
from infancy to throughout childhood is reversed with a
predictable decline from adolescents to adulthood. This
predictable decline of neuronal connections is referred to
as pruning representing an inverted U-pattern. Throughout
adolescence, the pruning process results in a 40% decline
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in synaptic density (Blakemore, 2008; Hill & Thompson,
2002; Spessot, et al. , 2004) . The frontal lobe peaks at
11.0 years of age for females and 12.1 years of age for
males. The temporal lobe peaks at 16.7 years of age in
females and 16.2 years of age in males. The Parietal lobe
peaks at 10.2 years of age in females and 11.8 years of age
in males (Giedd, 2004). The necessary cycle of pruning
occurs earliest in the areas responsible for sensory motor
functions and latest in area responsible for the executive
functions of strategy and prioritization resulting in
children reaching sensory maturity first and adult
consciousness last (Blakemore, 2008; Giedd, 2004; Spessot,
et al., 2004).
Prefrontal Cortex. The final area of the brain to
complete neuronal connectivity is the prefrontal cortex
responsible for response inhibition, emotional regulation,
and capacities for organization and planning. As the last
region of the brain to reach full development, this process
is completed sometime after twenty years of age

(Blakemore,

2008; Giedd, 2004; Keating, 2004; Spessot, et al., 2004).
The prefrontal cortex's ability to navigate the cognition,
emotion, and behavior convergence during adolescence can
have a sustained impact a young person's competence and
coping ability (Keating, 2004). A recent MRI study found
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that adolescents and adults tapped different regions of the
brain for similar tasks related to thinking about
intentions. This study suggested that the way the brain
thinks about intentions changes from adolescence to
adulthood

(Blakemore, 2008). The problem for adolescents is

that society has awarded them the freedom to behave and
make choices like adults before they have realized neuronal
capacity sufficient for adult like inhibition and emotional
regulation. When adolescents are expected to navigate new
and sometimes risky frontiers of social connection, selfdevelopment, sexual desires, and an increasingly outward
view they do so without the benefit of protective changes
yet to come confounding their journey.
Puberty. Puberty is the process resulting in
reproductive maturity and development of secondary sexual
characteristics

(Susman & Rogol, 2004). Pubertal maturation

starts with neural changes in the brain leading to hormonal
surges throughout the body, resulting in the physical
changes formally identified as signs of puberty

(Dahl,

2004). Sexual maturation is measured by the stages of pubic
hair growth, scrotum and testicular physical changes,
breast development, growth spurts, voice changes, and
menstruation. The beginning of pubertal development occurs
at approximately 8 years of age for girls and 9 years of
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age for boys (Susman & Rogol, 2004). Pubertal timing is a
serious matter for adolescents, the consequence of offtime, either early for late development, can gravely impact
a young person's navigation to adulthood. The timing,
novelty, and relative success throughout the process of
puberty effects an adolescent's 1) social and emotional
stability, 2) family interactions, and 3) behavior

(Susman

& Rogol, 2004).
Pubertal impacts on social and emotional

stability.

Pubertal timing impacts an adolescent's social and
emotional state. Early maturing girls report higher
incidence of negative emotions and early maturing boys
report higher incidence of externalized hostility and
internalized distress

(Susman & Rogol, 2004). A cross-

sectional study of adolescents found that off time girls in
experience high levels of stress (Van Jaarsveld, et al.,
2007). The physical signs of puberty effect the social
interactions with peers and emotional well being throughout
the critical adolescent ages of 10 years to 14 years.
Pubertal impacts on family. The physical signs of
puberty act as a trigger to parents. As the visible signs
of puberty become noticeable, parents respond, often with
nervousness. This nervousness may exhibit itself in a broad
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spectrum of reactions ranging from heavy regulation to
disengagement

(Van Jaarsveld, et al., 2007) .

Pubertal impacts on behavior. Substance abuse is more
prevalent in early maturing boys and girls (Susman & Rogol,
2004). Early matures seek peer connections with those of
similar pubertal age, consequently older kids. Connection
to a more mature peer group in combination with the
experience of lower self-esteem and higher emotional
stress, results in a feeling of being not normal, leading
to an increased likelihood of the early initiation of
substance abuse (Van Jaarsveld, et al., 2007). In a cross
sectional study of early, on-time, and late matures
researcher found that early matures had significantly
higher rates of smoking and higher rates of sedentary
behavior

(Van Jaarsveld, et al., 2007).

Understanding Adolescent

Social Needs

During adolescence, feelings of social isolation
results in increased risk for depressive symptoms, suicide
attempts, and low self-esteem

(Hall-Lande, Eisenberg,

Christenson, Neumark-Sztainer, 2007). Socially, adolescents
need (a) internal ties to family,

(b) increasing peer

orientation, and (c) social connectedness
al., 2007; Kroger, 2004).

(Hall-Lande, et
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Internal ties to family. As children navigate through
adolescence, the quality of family relationships remains
central to psychological development

(Collins & Larsen,

2004; Hall-Lande, et al. , 2007, Way & Robinson, 2003).
Children, at the point of adolescence, experience a
yearning for autonomy and authority over their own social
lives, a break from the childhood need for family unity and
structure

(Baumrind, 2005; Goldstein, Davis-Kean, & Eccles,

2005). This autonomy is essential for an adolescent to
development a sense of self and begin the transition to one
day be a functioning adult in the individual context of
life (Lohman, Kaura & Newman, 2007). However, the fine line
between nurtured autonomy and freedom is so critical that
an adolescent who perceives their time to be unsupervised
is more likely to engage in risky behavior and conversely
an adolescent who feels their time is over-supervised is
likely to seek risk in the peer context

(Goldstein, et al.,

2005) . This fine line is prevalent in families today, in
which children may either have overwhelming amounts of
structure, scheduled and supervised time or no supervision
what so ever. Our society seems to have settled on two
types of parenting style helicopters, hovering at every
move, or absent, self-engaged, or disengaged all together.
Over involved parents may delay or block the independence
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of their adolescent, interrupting their intrinsic
motivation to achieve.
Conversely, under involved parents may not provide
their adolescent a basis to positively build independence,
limiting their extrinsic and intrinsic motivation to
achieve

(Crosnoe & Huston, 2007). Research on the

effectiveness of varying parenting styles demonstrates that
adolescents need strong mutual attachments and coherent
consistent supervision and discipline

(Baumind, 1991;

Baumrind, 2005). Strong family ties can meet adolescent
needs, resulting in successful navigation through
adolescents and often negating negative peer influences
(Goldstein, et al., 2005). Family ties can result in later
initiation of sexual activity, decreased pregnancy rates,
lower levels of substance abuse, and fewer suicide
attempts.

(DeVore & Ginsburg, 2005)

Increasing peer orientation. One of the major
crossroads that defines adolescence is a child's desire to
affiliate more with peers than with family (Clements &
Seidman, 2002; Juvonen, 2007; Lerner & Steinberg, 2004;
Wentzel, 2003). An adolescent's sense of belonging and peer
affiliation impacts their achievement and psychological
development

(Goldstein, et al., 2005; Hall-Lande, et al.,

2007; Ryan, 2001; Wentzel, 2003) . Adolescents, rejected by
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peers, sense a feeling alienation often which manifest into
antisocial and disobedient actions (Hall-Lande, et al.,
2007; Wentzel, 2003). Adolescents seek confidants to
discuss their personal lives and validate their sense of
self (Hall-Lande, et al., 2007).
Social connectedness. Adolescence is a process of
seeking not only identity but significance

(Cottle, 2001;

Kroger, 2004; Nurmi, 2004). Adolescents must experience
multiple pathways to navigate success, disappointment, and
the unexpected

(Nurmi, 2004). The advent of pay to play

sports, isolative online actives, clubs as substitutes for
homes, and dual income or single parent homes speak to the
inadequate world in which adolescents define their identity
and develop self-esteem

(Brinthaupt & Lipka, 2002) .

Hall-Lande, Eisenberg, Christenson and NuemarkSztainer,

(2007) in a survey of 4,746 adolescents found

that adolescents reporting feelings of social isolation
without reporting the mitigating factors of peer
relationships, strong family ties, or a feeling of
connectedness had elevated odds of suicide attempts, higher
depressive symptoms, and lower self-esteem.
Understanding Adolescent Emotional

Needs

During adolescence, children experience emotions
characterized as more extreme and increasingly negative
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(Larson, Moneta, Richard & Wilson, 2002). Larson, Moneta,
Richard and Wilson (2002) characterized 5th-grade through
7th-grade as the years associated with the largest
emotional instability. Adolescents must interact in
environments that nurture positive emotions and provide
constructive alternatives to simply acting on negative
emotions in order to successfully transition from child
like responses to situations to adult responsibility

(Way &

Robinson, 2003; Hill & Coufal, 2005) . Middle school
adolescents are expected to negotiate several, often
divergent, adult personalities in various contexts
throughout the school day (Rudolph, et al., 2001) .
Just Imagine...Educator

Clarity in Serving Adolescent

Needs

Juvonen (2007) in an international comparison study of
middle school social connectedness and engagement presents
three goals middle school must embrace to align with the
social and emotional needs of adolescents. First,
capitalize on the connectedness needs of adolescents to
engage students through increased heterogeneous groupings
and decreased competitive contexts with enhanced extracurricular activities. Second, establish a caring peer
culture and emotional safety through greater classroom
diversity and positive interventions when combating
negative behavior. Finally, enhance continuity by
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addressing the topic of middle school start points.
Furthermore, the research also suggests the practices of
looping and decreasing the number of teachers assigned to
students in middle schools with earlier start points.
Research indicates that adolescents succeed when the
learning environment values their individual achievement
without qualifying it against peers in a nurturing,
encouraging, and meaningful manner resulting in a school
where their voice matters

(Roeser, Eccles & Sameroff,

2000). Specifically, high poverty middle schools must
create an environment in which students feel supported,
encouraged, and expected to succeed by teachers, peers, and
families through a curriculum students feel connected to
and find interest in (Balfanz, et al., 2007). In short, the
common themes of connectedness, individual nurturing, nonthreatening peer context, high expectations, and an
engaging curriculum provides a framework for the most
effective school setting for students between 10 years of
age and 14 years of age.
Exemplary Middle

Schools

In a national search for exemplary middle schools by
Education Development Center, Inc. (2006), a mixed methods
research approach revealed three visionary high performing
urban middle schools. Each middle school identified

50
demonstrated a common focus centered on beliefs about
teaching and learning for all students. The case studies
highlight several best practices for effective middle
school reform; the three schools identified are (a) Dolphin
Middle School,

(b) Leonardo Da Vinci Middle School, and (c)

Carter-Dean Investigative Learning Center.
Dolphin Middle School. Co-teaching is at the
instructional center of Dolphin Middle School. The school
of 550 students serves grades six through eight in which
the population is 54% Hispanic students, 34% African
American students, and 12% Caucasian students. Eighty-three
percent of the student population participates in the free
or reduced priced lunch program. The first core belief of
the school is to ensure a safe and caring environment,
described as nurturing living room like classrooms and
common expectations for respect. The second core belief is
to provide multiple ways of learning exhibited in
collaborative and responsive instruction that taps various
levels of intelligence. For example, students are
challenged to compose geography riddles to stump classmates
or manipulate physical materials to learn math concepts.
Instruction focuses of an array of opportunities using
visual, verbal, and tactical techniques to match each
student's unique instructional profile. The final core
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belief is adult collaboration. Adults collaborate in
teaching, planning, establishing activities, problem
solving, and evaluation of results through
interdisciplinary teams, looping, and flexibility. The
collaborative framework extends to mentoring, community
collaboration, conflict mediation, and forums with
families. Co-teaching as the center of instructional design
tears down the content walls of the middle school and
embraces a flexible individualized approach to serving
every child.
Leonardo De Vinci Middle School. Exhibitions are at
the instructional center of Leonardo De Vinci Middle
School. The neighborhood school of 360 students serves a
predominately Latino population in which two-thirds of the
students do not speak English at home. The majority of the
student population participates in the free or reduced
priced lunch program. What the school believes about
learning aligns with the student and community needs. The
school believes all students are intellectually competent
and works to build content knowledge and provide students
tools to learn. The school is culturally responsive, for
example, teachers encourage students to build skills in
their native language and English. Families are integral in
the learning community, the school prioritizes this
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connection by providing a bilingual liaison to ease
communication. Families are supported through the school
sponsored, Parent University, where parents can develop
employability skills and the school exhibition provides
great opportunities for connection, communication, and
celebrations. Students are expected to conduct research on
complex topics, organize and connect information, identify
important findings, and present the information in a visual
and written format. Exhibitions as an expectation provide
the cornerstone to communicate about learning in
conjunction with technology tools, adult scaffolding, peer
assistance, social supports, teacher collaboration and
language transitions.
Carter-Dean Investigative

Learning Center.

Investigation is at the instructional center of Carter-Dean
Middle School. The school is a 6th-grade through 8th-grade
magnet school serving 515 students in which the population
consist of 61% African American students, 37% Caucasian
students and 2% Asian, Latino or Native American. The
school believes students are scholars and capable of
carrying out investigations of critical questions with
teacher support and learning experiences through individual
scaffolding. The school reaches to community partners to
provide expertise to the investigation at deeper and often
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practical levels. The investigative nature of the school
often leads to the discussion of societal issues
demonstrated in a focus on social equity and shared
responsibility. The interdisciplinary unit framework begins
with a big idea to investigate and is supported with
instruction, technological tools, assessment and supports.
Student's work through the instructional units in a
heterogeneous group called a pod. As the pod works through
various tasks, adult supports are provided in a structure
format to meet student needs.
The best practices found in the exemplary middle
schools are successful because they are embedded,
customized, and collaborative. Middle school reform must be
designed and driven at the school level through
instruction, services, and supports that meet the unique
needs of the school's population.
Conclusion
Delving into the physical, social, and emotional needs
of adolescents provides clarity about the most effective
school setting for students between 10 years of age and 14
years of age. Middle schools today provide glimmering
pockets of connectedness, individual nurturing, nonthreatening peer context, high expectations, and engaging
curriculum however, a comprehensive and effective reform of

the education setting for adolescents will require change.
The change may once again be structural in a
reconsideration of middle school start points or existence
all together. The change may be operational with a look at
the number of teachers assigned to middle school students
and the practice of teacher looping. The change will
undoubtedly also have to be instructional resulting in an
actual shift in the adolescent classroom experience.
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CHAPTER THREE
Methodology
Participants
Number

of participants.

Study participants

(N = 80)

consisted of one naturally formed group and three randomly
selected groups. The first independent variable arm of the
study was a naturally formed then randomly selected group
of low SES students who completed middle school in the 8thgrade and started middle school in the 5th-grade

(n = 20).

The second independent variable arm of the study was a
naturally formed group of high SES students who completed
middle school in the 8th-grade and started middle school in
the 5th-grade

(n = 20). The third independent variable arm

of the study was a naturally formed then randomly selected
group of low SES students who completed middle school in
the 8th-grade and started middle school in the 7th-grade (n
= 20). The fourth independent variable arm of the study was
a naturally formed then randomly selected group of high SES
students who completed middle school in the 8th-grade and
started middle school in the 7th-grade
Gender of participants.

(n = 20) .

The gender of the participants

was expected to be congruent with the 8th-grade enrollment
at the two participating middle schools where females
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represent 47.9 % and males represent 52.1 % of the total
grade enrollment.
Age range of participants.

The age range of the

participants was from 12 to 14 years. The age range of the
participants was expected to be congruent with the 8thgrade enrollment at the two participating middle schools.
All participants will be in the 8th-grade.
Racial and ethnic origin of participants.

The racial

and ethnic origin representation of the participants was
expected to be congruent with the 8th-grade enrollment at
the two participating middle schools. The official student
membership report indicated 56% African American; 33%
Caucasian; 9% Hispanic; 2% Asian/Pacific Islanders; and 1%
Native American.
Inclusion

criteria

of participantsEighth

grade

students, in the two research schools, eligible for this
study attended one elementary school and one middle school
from grades three through eight and completed all
assessments.
Method

of participant

identification.

The students

(N

= 80) meeting the criteria were placed into four arms based
on participation in the 5th-grade start point middle school
or participation in the 7th-grade start point middle school
and participation, or not, in the federal free or reduced
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priced lunch program. The first arm of the study included
students who participated in the 5th-grade start point
middle school and participated in the free or reduced price
lunch program or low socioeconomic status 5th-grade start
point

(LSES-5GSP) students. The second arm of the study

included students who participated in the 5th-grade start
point middle school and did not participate in the free or
reduced priced lunch program or high socioeconomic status
5th-grade start point

(HSES-5GSP) students. The third arm

of the study included students who participated the in 7thgrade start point middle school and participated in the
free or reduced price lunch program or low socioeconomic
status 7th-grade start point

(LSES-7GSP) students. The

forth arm of the study included students who participated
in the 7th-grade start point middle school and did not
participate in the free or reduced priced lunch program or
high socioeconomic status 7th-grade start point

(HSES-7GSP)

students. Upon the establishment of the arms, students were
randomly selected for the study. Individual identifiers
were not attached to the achievement, behavior, or high
school preparedness data.
Description

of Procedures

This pretest-posttest four-arm comparative survey
study utilized groups of low and high SES 8th-grade
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students who started middle school in the 5th-grade
compared to groups of low and high SES 8th-grade students
who started middle school in the 7th-grade. All
participants were enrolled in the Omaha Public Schools,
Omaha, Nebraska. All data was collected retrospectively.
Research Design. This pretest-posttest four-arm
comparative survey study design is displayed in the
following notation:
Group 1:

X1

O1

X2

O2

Group 2:

X1

O1

X3

O2

Group 3:

X1

O1

X4

O2

Group 4:

X1

O1

X5

O2

Group 1 = naturally formed then randomly selected group of
8th-grade students

(n = 20)

Group 2 = naturally formed group of 8th-grade students

(n =

20)
Group 3 = naturally formed then randomly selected group of
8th-grade students

(n = 20)

Group 4 = naturally formed then randomly selected group of
8th-grade students

(n = 20)

Xi = students who attended third through 8th-grade only in
the Omaha Public Schools
X 2 = low SES students who started middle school in the 5thgrade

(LSES-5GSP)
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X 3 = high SES students who started middle school in the 5thgrade

(HSES-5GSP)

X 4 = low SES students who started middle school in the 7thgrade

(LSES-7GSP)

X 5 = high SES students who started middle school in the 7thgrade

(HSES-7GSP)

01 = Pretest 1. Achievement was measured by:

(a) 5th-grade

norm reference California Achievement Test, Fifth Edition,
NCE scores for (i) reading total,
(iii) math total, and

(ii) language total,

(iv) total battery. 2. Behavior as

measured by: Total fourth grade days absent frequency
count.
0 2 = Posttest 1. Achievement was measured by:

(a) 8th-grade

norm reference California Achievement Test, Fifth Edition,
NCE scores for (i) reading total,
(iii) math total, and

(ii) language total,

(iv) total battery;

(b) required

Nebraska State, 8th-grade, statewide writing exam scores.
2. Behavior was measured by: Total 8th-grade days absent
frequency count. 3. High school preparedness was measured
by core grade point average for:
Arts,

(c) Math,

(d) Science and

(a) Reading,

(b) Language

(e) Social Studies.
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Purpose of the Study
The purpose of this study was to determine the impact
of two middle school grade level start points, 5th-Grade
and 7th-Grade, on low and high socioeconomic status
adolescents' 8th-grade achievement, behavior, and high
school preparedness.
Dependent

Measures

Three dependent variables were measured: 1)
achievement, 2) behavior, and 3) high school preparedness.
Achievement

dependent measures. Achievement was

measured using; (a) Norm Referenced Tests (NRT) subtest
derived from the California Achievement Test, and include
the Normal Curve Equivalent

(NCE) scores for total reading,

total language, total math, and total battery and (b)
statewide writing exam scores.
Behavior dependent measures. Behavior was measured
using; (a) frequency total days absent at a threshold of
five or more days absent.
High school preparedness

dependent measures. High

school preparedness was measured using (a) core grade point
average.
All data was collected retrospectively utilizing the
district student information system and district wide
databases.

Research Questions and Data Analysis
The following research questions were used to analyze
low and high SES student achievement.
Overarching Pretest-Posttest Achievement Research
Question #1: Did low SES students who started middle school
in the 5th-grade lose, maintain, or improve their pretest
5th-grade compared to their posttest 8th-grade California
Achievement Test (a) total reading,

(b) total language, (c)

total math, and (d) total battery NCE scores?
Sub-Question 1a. Was there a significant
difference between low SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test (a) total
reading NCE scores?
Sub-Question 1b. Was there a significant
difference between low SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test (b) total
language NCE scores?
Sub-Question 1c. Was there a significant
difference between low SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test (c) total math
NCE scores?
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Sub-Question 1d. Was there a significant
difference between low SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test (d) total
battery NCE scores?
Research Sub-questions #1a, 1b, 1c, and 1d were
analyzed using dependent t tests to examine the
significance of the difference between the 5th-grade start
point middle school low SES students ending 5th-grade
compared to ending 8th-grade California Achievement Test
NCE achievement scores. Because multiple statistical tests
were conducted, a one-tailed .01 alpha level was employed
to help control for Type 1 errors. Means and standard
deviations are displayed on tables.
Overarching Pretest-Posttest Achievement Research
Question #2: Did high SES students, who started middle
school in the 5th-grade, lose, maintain, or improve their
5th-grade California Achievement Test NCE scores compared
to their 8th-grade California Achievement Test NCE scores
for (a) total reading,

(b) total language,

(c) total math,

and (d) total battery?
Sub-Question 2a. Was there a significant
difference between high SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
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ending 8th-grade California Achievement Test NCE scores for
(a) total reading?
Sub-Question 2b. Was there a significant
difference between high SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(b) total language?
Sub-Question 2c. Was there a significant
difference between high SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(c) total math?
Sub-Question 2d. Was there a significant
difference between high SES students, who started middle
school in the 5th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(d) total battery?
Research Sub-questions #2a, 2b, 2c, and 2d were
analyzed using dependent t tests to examine the
significance of the difference between the 5th-grade start
point middle school high SES students ending 5th-grade
compared to ending 8th-grade California Achievement Test
NCE achievement scores. Because multiple statistical tests
were conducted, a one-tailed .01 alpha level was employed
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to help control for Type 1 errors. Means and standard
deviations are displayed on tables.
Overarching Pretest-Posttest Achievement Research
Question #3: Did low SES students, who started middle
school in the 7th-grade, lose, maintain, or improve their
5th-grade California Achievement Test NCE scores compared
to their 8th-grade California Achievement Test NCE scores
for (a) total reading,
and

(b) total language,

(c) total math,

(d) total battery?
Sub-Question 3a. Was there a significant

difference between low SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(a) total reading?
Sub-Question 3b. Was there a significant
difference between low SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(b) total language?
Sub-Question 3c. Was there a significant
difference between low SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(c) total math?
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Sub-Question 3d. Was there a significant
difference between low SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(d) total battery?
Research Sub-questions #3a, 3b, 3c, and 3d were
analyzed using dependent t tests to examine the
significance of the difference between the 7th-grade start
point middle school low SES students ending 5th-grade
compared to ending 8th-grade California Achievement Test
NCE achievement scores. Because multiple statistical tests
were conducted, a one-tailed .01 alpha level was employed
to help control for Type 1 errors. Means and standard
deviations are displayed on tables.
Overarching Pretest-Posttest Achievement Research
Question #4: Did high SES students, who started middle
school in the 7th-grade, lose, maintain, or improve their
5th-grade California Achievement Test NCE scores compared
to their 8th-grade California Achievement Test NCE scores
for (a) total reading,

(b) total language,

(c) total math,

and (d) total battery?
Sub-Question 4a. Was there a significant
difference between high SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
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ending 8th-grade California Achievement Test NCE scores for
(a) total reading?
Sub-Question 4b. Was there a significant
difference between high SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(b) total language?
Sub-Question 4c. Was there a significant
difference between high SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(c) total math?
Sub-Question 4d. Was there a significant
difference between high SES students, who started middle
school in the 7th-grade, ending 5th-grade compared to
ending 8th-grade California Achievement Test NCE scores for
(d) total battery?
Research Sub-questions #4a, 4b, 4c, and 4d were
analyzed using dependent t tests to examine the
significance of the difference between the 7th-grade start
point middle school high SES students ending 5th-grade
compared to ending 8th-grade California Achievement Test
NCE achievement scores. Because multiple statistical tests
were conducted, a one-tailed .01 alpha level was employed
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to help control for Type 1 errors. Means and standard
deviations are displayed on tables.
Overarching Posttest-Posttest Achievement Research
Question #5: Did low SES 5th-grade start point, high SES
5th-grade start point, low SES 7th-grade start point, and
high SES 7th-grade start point students have congruent or
different end of 8th-grade norm-referenced total reading,
total math, total language, and total battery NCE
achievement test scores?
Sub-Question 5a. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students 8th-grade normreferenced total reading NCE achievement test scores?
Sub-Question 5b. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students 8th-grade normreferenced total language NCE achievement test scores?
Sub-Question 5c. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students 8th-grade normreferenced total math NCE achievement test scores?
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Sub-Question 5d. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students 8th-grade normreferenced total battery NCE achievement test scores?
Research Sub-Questions #5a, 5b, 5c, and 5d were
analyzed utilizing a single classification Analysis of
Variance

(ANOVA) to determine the main effect between

students NRT achievement NCE scores. An F ratio was
calculated and an alpha level of .05 was utilized to test
the null hypothesis. Independent t tests were used for
contrast analysis if a significant F ratio was observed.
Overarching Posttest-Posttest Achievement Research
Question #6: Did low SES 5th-grade start point, high SES
5th-grade start point, low SES 7th-grade start point, and
high SES 7th-grade start point students have congruent or
different ending 8th-grade statewide writing exam scores?
Sub-Question 6a. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students ending 8th-grade
statewide writing exam scores?
Research Sub-Questions #6a was analyzed utilizing
a single classification Analysis of Variance

(ANOVA) to
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determine the main effect between students statewide
writing exam scores. An F ratio was calculated and an alpha
level of .05 was utilized to test the null hypothesis.
Independent t tests were used for contrast analysis if a
significant F ratio is observed.
The following research questions were used to analyze
low and high SES student behavior.
Overarching Pretest-Posttest Behavior Research
Question #7: Did low SES 5th-grade start point, high SES
5th-grade start point, low SES 7th-grade start point, and
high SES 7th-grade start point students lose, maintain or
improve their pretest 4th-grade frequency total days absent
compared to their posttest 8th-grade frequency total days
absent?
Sub-Question 7a. Did low SES 5th-grade start
point, students lose, maintain, or improve their ending
4th-grade frequency total days absent compared to their
ending 8th-grade frequency total days absent?
Sub-Question 7b. Did high SES 5th-grade start
point, students lose, maintain, or improve their ending
4th-grade frequency total days absent compared to their
ending 8th-grade frequency total days absent?
Sub-Question 7c. Did low SES 7th-grade start
point, students lose, maintain or improve their ending 4th-

70
grade frequency total days absent compared to their ending
8th-grade frequency total days absent?
Sub-Question 7d. Did high SES 7th-grade start
point, students lose, maintain or improve their ending 4thgrade frequency total days absent compared to their ending
8th-grade frequency total days absent?
Research questions #7a, 7b, 7c and 7d were analyzed
using dependent t tests to examine the significance of the
difference between the ending 4th-grade frequency total
days absent compared to their ending 8th-grade frequency
total days absent. Because multiple statistical tests were
conducted, a one-tailed .01 alpha level was employed to
help control for Type 1 errors. Means and standard
deviations are displayed on tables.
Overarching Posttest-Posttest Behavior Research
Question #8: Did low SES 5th-grade start point, high SES
5th-grade start point, low SES 7th-grade start point, and
high SES 7th-grade start point students have congruent or
different ending 8th-grade frequency total days absent?
Sub-Question 8a. Was there a significant
difference between students, who started middle school in
the 5th-grade, and students, who started middle school in
the 7th-grade, frequency total days absent?
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Research Sub-question #8a utilized a chi-square test
of significance to compare frequency total days absent at a
threshold of five or more days absent. Because multiple
statistical tests were conducted a .01 alpha level was
employed to help control for Type I errors. Frequencies and
percents are displayed on tables.
The following research questions were used to analyze
high school preparedness.
Overarching Posttest-Posttest High School Preparedness
Research Question #9: Did low SES 5th-grade start point,
high SES 5th-grade start point, low SES 7th-grade start
point, and high SES 7th-grade start point students have
congruent or different ending 8th-grade core grade point
averages?
Sub-Question 9a. Was there a significant main
effect between low SES 5th-grade start point, high SES 5thgrade start point, low SES 7th-grade start point, and high
SES 7th-grade start point students ending 8th-grade core
grade point averages?
Research Sub-Questions #9a was analyzed utilizing a
single classification Analysis of Variance

(ANOVA) to

determine the main effect between students ending 8th-grade
core grade point averages. An F ratio was calculated and an
alpha level of .05 was utilized to test the null

72
hypothesis. Independent t tests were used for contrast
analysis if a significant F ratio was observed.
Data Collection

Procedures

All study achievement, behavior, and high school
preparedness data was retrospectively, archival, and
routinely collected school information. Permission from the
appropriate school research personnel was obtained. A group
of students in each independent variable arm were obtained
to include achievement, behavior, and high school
preparedness. Non-coded numbers were used to display
individual and de-identified achievement, behavior, and
high school preparedness data. Aggregated group data,
descriptive statistics, and parametric statistical analyses
were utilized and reported as means and standard deviations
on tables.
Performance

site. The research was conducted in the

public school setting through normal educational practices.
The two middle school sites were selected based on
geographic, programmatic, and demographic similarities. The
study procedures did not interfere with the normal
educational practices and did not involve coercion or
discomfort of any kind. All data was analyzed in the office
of the primary investigator at the Omaha Public Schools
Administrative Building or the dissertation supervisor at
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the University of Nebraska at Omaha. Data was stored
electronically on spreadsheets and computer disks for
descriptive and inferential statistical analysis on the
computer of the primary researcher and the computer of the
dissertation supervisor. Data and computer disks were kept
in a locked file cabinet. No individual identifiers were
attached to the data.
Institutional Review Board

(IRB) for the Protection of

Human Subjects Approval Category. The exemption categories
for this study are provided under 45CFR46.101(b) categories
1 and 4. The research was conducted using routinely
collected archival data. A letter of support from the
district is located in Appendix A. A letter of IRB
authorization is located in Appendix B.
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CHAPTER FOUR
Results
The purpose of this study was to determine the impact
of two middle school grade level start points, 5th-Grade
and 7th-Grade, on low and high socioeconomic status
adolescents' 8th-grade achievement, behavior, and high
school preparedness. The study analyzed student performance
on national standardized tests, statewide writing exams,
days absent, and core grade point averages to determine
what relationship, if any, exists between the middle school
start points and the performance measures. All study
achievement data related to each of these dependent
variables were retrospective, archival, and routinely
collected school information. Permission from the
appropriate school research personnel was obtained before
data were collected and analyzed.
Student Demographic information
Table 1 displays demographic information of individual
8th-grade students who started middle school in the 5thgrade who participated in the free or reduced price lunch
program. Gender, Special Education verification, and
ethnicity information of individual students is displayed.
Table 2 displays the demographic information of individual
8th-grade students who started middle school in the 5th-

75
grade who did not participate in the free or reduced price
lunch program. Gender, Special Education verification, and
ethnicity information of individual students is displayed.
Table 3 displays the demographic information of individual
8th-grade students who started middle school in the 7thgrade who participated in the free or reduced price lunch
program. Gender, Special Education verification, and
ethnicity information of individual students is displayed.
Table 4 displays the demographic information of individual
8th-grade students who started middle school in the 7thgrade who did not participate in the free or reduced price
lunch program. Gender, Special Education verification, and
ethnicity information of individual students is displayed.
Individual pretest-posttest California Achievement
Test Normal Curve Equivalent Scores for individual 8thgrade students who started middle school in the 5th-grade
who participated in the free or reduced price lunch program
are displayed in Table 5. Individual pretest-posttest
California Achievement Test Normal Curve Equivalent Scores
for individual 8th-grade students who started middle school
in the 5th-grade who did not participate in the free or
reduced price lunch program are displayed in Table 6.
Individual pretest-posttest California Achievement Test
Normal Curve Equivalent Scores for individual 8th-grade
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students who started middle school in the 7th-grade who
participated in the free or reduced price lunch program are
displayed in Table 7. Individual pretest-posttest
California Achievement Test Normal Curve Equivalent Scores
for individual 8th-grade students who started middle school
in the 7th-grade who did not participate in the free or
reduced price lunch program are displayed in Table 8.
Research Question #1
Eighth-grade students who started middle school in the
5th-grade who participated in the free or reduced price
lunch program pretest compared to posttest California
Achievement Test Normal Curve Equivalent Scores are
displayed in Table 9.
The first hypothesis was tested using the dependent t
test. Students pretest compared to posttest norm-referenced
test mean total reading, mean total language, mean total
math, and mean total battery scores were displayed in Table
9. As seen in Table 9 the null hypothesis was not rejected
for any of the four pretest-posttest comparisons. The
pretest total reading score (M = 42.65, SD = 24.24)
compared to the posttest total reading score (M = 42.10, SD
= 22.98) was not statistically significantly different,
t(19) = -0.18, p = .43 (one-tailed), d = .23. The pretest
total language score (M = 47.75, SD = 25.17) compared to
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the posttest total language score (M = 43.40, SD = 21.27)
was not statistically significantly different, t(19) =
-1.38, 0.09 (one-tailed), d = .18. The pretest total math
score (M = 47.00, SD = 23.14) compared to the posttest
total math score (M = 47.65, SD = 21.42) was not
statistically significantly different, t(19) = 0.31, p =
.38 (one-tailed), d = .37. The pretest total battery score
(M = 45.45, SD = 25.43) compared to the posttest total
battery score (M = 44.25, SD = 22.78) was not statistically
significantly different, t(19) = -0.45, p = .33 (onetailed) , d = .04.
Overall, pretest-posttest results indicated that 8thgrade students who started middle school in the 5th-grade
and participated in the free or reduced price lunch program
did not significantly improve their total reading, total
language, total math, and total battery posttest scores.
Total reading, total language, and total battery posttest
mean scores were in the direction of decline. Total math
posttest mean score was in the direction of improvement.
Comparing students' total reading norm referenced NCE score
with other normative derived scores puts their performance
in perspective. A posttest total reading NCE mean score of
42.10 is congruent with a standard score of 94, a
percentile rank of 34, a stanine of 4, and a stanine
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description of average. Comparing students' total language
norm referenced NCE score with other normative derived
scores puts their performance in perspective. A posttest
total language NCE mean score of 43.40 is congruent with a
standard score of 95, a percentile rank of 37, a stanine of
4, and a stanine description of average. Comparing
students' total math norm referenced NCE score with other
normative derived scores puts their performance in
perspective. A posttest total math NCE mean score of 47.65
is congruent with a standard score of 98, a percentile rank
of 45, a stanine of 5, and a stanine description of
average. Comparing students' total battery norm referenced
NCE score with other normative derived scores puts their
performance in perspective. A posttest total batter NCE
mean score of 44.25 is congruent with a standard score of
95, a percentile rank of 37, a stanine of 4, and a stanine
description of average.
Research Question #2
8th-grade students who started middle school in the
5th-grade who did not participate in the free or reduced
price lunch program pretest compared to posttest California
Achievement Test Normal Curve Equivalent Scores are
displayed in Table 10.
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The second hypothesis was tested using the dependent t
test. Students pretest compared to posttest norm-referenced
test mean total reading, mean total language, mean total
math, and mean total battery scores were displayed in Table
10. As seen in Table 10 the null hypothesis was rejected in
the direction of decline for two of the four pretestposttest comparisons total reading and total battery. As
seen in Table 10 the null hypothesis was not rejected in
the direction of decline for two of the four pretestposttest comparisons total language and total math. The
pretest total reading score (M = 67.00, SD = 21.28)
compared to the posttest total reading score (M = 57.45, SD
= 23.00) was statistically significantly different, t(19) =
-3.42, p = .001 (one-tailed), d = .43. The pretest total
language score (M = 67.05, SD = 18.31) compared to the
posttest total language score (M = 60.60, SD = 25.42) was
not statistically significantly different, t(19) =
-2.15, p = .02 (one-tailed), d = .29. The pretest total
math score (M = 57.65, SD = 19.54) compared to the posttest
total math score (M = 57.45, SD = 22.89) was not
statistically significantly different, t(19) = -0.09, p =
.46 (one-tailed), d = .00. The pretest total battery score
(M = 65.65, SD = 20.00) compared to the posttest total
battery score (M = 59.55, SD = 25.34) was statistically
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significantly different, t(19) = -2.62, p = .01 (onetailed) , d = .26.
Overall, pretest-posttest results indicated that 8thgrade students who started middle school in the 5th-grade
and did not participate in the free or reduced price lunch
program did not significantly improve their total reading,
total language, total math, and total battery posttest
scores. Total reading, total language, total math, and
total battery posttest mean scores were all in the
direction of decline. Comparing students' total reading
norm referenced NCE score with other normative derived
scores puts their performance in perspective. A posttest
total reading NCE mean score of 57.45 is congruent with a
standard score of 105, a percentile rank of 63, a stanine
of 6, and a stanine description of average. Comparing
students' total language norm referenced NCE score with
other normative derived scores puts their performance in
perspective. A posttest total language NCE mean score of
60.60 is congruent with a standard score of 107, a
percentile rank of 68, a stanine of 6, and a stanine
description of average. Comparing students' total math norm
referenced NCE score with other normative derived scores
puts their performance in perspective. A posttest total
math NCE mean score of 57.45 is congruent with a standard
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score of 105, a percentile rank of 63, a stanine of 6, and
a stanine description of average. Comparing students' total
battery norm referenced NCE score with other normative
derived scores puts their performance in perspective. A
posttest total battery NCE mean score of 59.55 is congruent
with a standard score of 106, a percentile rank of 66, a
stanine of 6, and a stanine description of average.
Research Question #3
Eighth-grade students who started middle school in the
7th-grade who participated in the free or reduced price
lunch program pretest compared to posttest California
Achievement Test Normal Curve Equivalent Scores are
displayed in Table 11.
The third hypothesis was tested using the dependent t
test. Students pretest compared to posttest norm-referenced
test mean total reading, mean total language, mean total
math, and mean total battery scores were displayed in Table
11. As seen in Table 11 the null hypothesis was rejected in
the direction of decline for three of the four pretestposttest comparisons total language, total math, and total
battery. As seen in Table 11 the null hypothesis was not
rejected in the direction of decline for one of the four
pretest-posttest comparisons total reading. The pretest
total reading score (M = 45.85, SD = 22.16) compared to the
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posttest total reading score (M = 44.00, SD = 22.84) was
not statistically significantly different, t(19) = -0.97, p
= .17 (one-tailed), d = .08. The pretest total language
score (M = 54.20, SD = 23.81) compared to the posttest
total language score (M = 45.45, SD = 25.00) was
statistically significantly different, t(19) =
-3.82, p = .001 (one-tailed), d = .35. The pretest total
math score (M = 55.40, SD = 18.13) compared to the posttest
total math score (M = 43.85, SD = 18.66) was statistically
significantly different, t(19) = -4.75, p = .0001 (onetailed), d = .62. The pretest total battery score (M =
52.50, SD = 22.74) compared to the posttest total battery
score (M = 44.15, SD = 23.03) was statistically
significantly different, t(19) = -4.66, p = .0001 (onetailed) , d = .36.
Overall, pretest-posttest results indicated that 8thgrade students who started middle school in the 7th-grade
and participated in the free or reduced price lunch program
did not significantly improve their total reading, total
language, total math, and total battery posttest scores.
Total reading, total language, total math, and total
battery posttest mean scores were all in the direction of
decline. Comparing students' total reading norm referenced
NCE score with other normative derived scores puts their
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performance in perspective. A posttest total reading NCE
mean score of 44.00 is congruent with a standard score of
95, a percentile rank of 37, a stanine of 4, and a stanine
description of average. Comparing students' total language
norm referenced NCE score with other normative derived
scores puts their performance in perspective. A posttest
total language NCE mean score of 45.45 is congruent with a
standard score of 96, a percentile rank of 39, a stanine of
4, and a stanine description of average. Comparing
students' total math norm referenced NCE score with other
normative derived scores puts their performance in
perspective. A posttest total math NCE mean score of 43.85
is congruent with a standard score of 95, a percentile rank
of 37, a stanine of 4, and a stanine description of
average. Comparing students' total battery norm referenced
NCE score with other normative derived scores puts their
performance in perspective. A posttest total batter NCE
mean score of 44.15 is congruent with a standard score of
95, a percentile rank of 37, a stanine of 4, and a stanine
description of average.
Research Question #4
8th-grade students who started middle school in the
7th-grade who did not participate in the free or reduced
price lunch program pretest compared to posttest California
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Achievement Test Normal Curve Equivalent Scores are
displayed in Table 12.
The forth hypothesis was tested using the dependent t
test. Students pretest compared to posttest norm-referenced
test mean total reading, mean total language, mean total
math, and mean total battery scores were displayed in Table
12. As seen in Table 12 the null hypothesis was rejected in
the direction of decline for two of the four pretestposttest comparisons total language and total math. As seen
in Table 12 the null hypothesis was not rejected in the
direction of decline for two of the four pretest-posttest
comparisons total reading and total battery. The pretest
total reading score

(M = 62.65, SD = 22.10) compared to the

posttest total reading score

(M = 62.55, SD = 18.92) was

not statistically significantly different, t(19) = -0.05, p
= .48 (one-tailed), d = .00. The pretest total language
score

(M = 65.90, SD = 18.96) compared to the posttest

total language score

(M = 59.80, SD = 17.63) was

statistically significantly different, t(19) =
-2.60, p = .01 (one-tailed), d = .33. The pretest total
math score

(M = 69.00, SD = 21.25) compared to the posttest

total math score

(M = 62.75, SD = 21.27) was statistically

significantly different, t(19) = -2.55, p = .01 (onetailed), d = .29. The pretest total battery score

(M =

85
67.45, SD = 21.25) compared to the posttest total battery
score (M = 63.15, SD = 19.62) was not statistically
significantly different, t(19) = -2.20, p = .02 (onetailed) , d = .21.
Overall, pretest-posttest results indicated that 8thgrade students who started middle school in the 7th-grade
and did not participate in the free or reduced price lunch
program did not significantly improve their total reading,
total language, total math, and total battery posttest
scores. Total reading, total language, total math, and
total battery posttest mean scores were all in the
direction of decline. Comparing students' total reading
norm referenced NCE score with other normative derived
scores puts their performance in perspective. A posttest
total reading NCE mean score of 62.55 is congruent with a
standard score of 109, a percentile rank of 73, a stanine
of 6, and a stanine description of average. Comparing
students' total language norm referenced NCE score with
other normative derived scores puts their performance in
perspective. A posttest total language NCE mean score of
59.80 is congruent with a standard score of 106, a
percentile rank of 66, a stanine of 6, and a stanine
description of average. Comparing students' total math norm
referenced NCE score with other normative derived scores
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puts their performance in perspective. A posttest total
math NCE mean score of 62.75 is congruent with a standard
score of 104, a percentile rank of 61, a stanine of 6, and
a stanine description of average. Comparing students' total
battery norm referenced NCE score with other normative
derived scores puts their performance in perspective. A
posttest total batter NCE mean score of 63.15 is congruent
with a standard score of 109, a percentile rank of 73, a
stanine of 6, and a stanine description of average.
Research Question #5
The fifth hypothesis was tested using a single factor
Analysis of Variance. Results of Analysis of Variance for
all 8th-grade students posttest California Achievement Test
total reading Normal Curve Equivalent Scores were displayed
in Table 13. As seen in Table 13 the null hypothesis was
rejected. Posttest California Achievement Test total
reading Normal Curve Equivalent Scores for LSES-5GSP
students

(M = 42.10, SD = 22.98), HSES-5GSP

= 23.00), LSES-7GSP

(M = 57.45, SD

(M = 44.00, SD = 22.84), and HSES-7GSP

(M = 62.55, SD = 18.92) were not congruent and the main
effect was statistically significantly different,

(F(3, 76)

= 4.16, p = .01). Because F did reach a significance level,
post hoc contrast analyses were conducted. Significant
differences were found in two of the six post hoc total
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reading analyses LSES-5GSP
HSES-7GSP

(M = 42.10, SD = 22.98) verses

(M = 62.55, SD = 18.92) and LSES-7GSP

SD = 22.84) verses HSES-7GSP

(M = 44.00,

(M = 62.55, SD = 18.92). All

other post hoc total reading analyses were not found to be
statistically significantly different.
Overall, these findings indicate that 8th-grade
students who started middle school in the 7th-grade and did
not participate in the free or reduced price lunch program
performed statistically significantly better on the
California Achievement Test total reading subtest than the
8th-grade students who participated in the free or reduced
price lunch program and started middle school in either the
5th-grade or the 7th-grade.
Results of Analysis of Variance for all 8th-grade
students posttest California Achievement Test total
language Normal Curve Equivalent Scores were displayed in
Table 14. As seen in Table 14 the null hypothesis was
rejected. Posttest California Achievement Test total
language Normal Curve Equivalent Scores for LSES-5GSP
students

(M = 43.40, SD = 21.27), HSES-5GSP

= 25.42), LSES-7GSP

(M = 60.60, SD

(M = 45.45, SD = 24.99), and HSES-7GSP

(M = 59.80, SD = 17.62) were not congruent and the main
effect was statistically significantly different,

(F(3, 76)

= 3.29, p = .02). Because F did reach a significance level,
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post hoc contrast analyses were conducted. Significant
differences were found in two of the six post hoc total
language analyses LSES-5GSP
HSES-5GSP

(M = 43.40, SD = 21.27) verses

(M = 60.60, SD = 25.42) and LSES-5GSP

SD = 21.27) verses HSES-7GSP

(M = 43.40,

(M = 59.80, SD = 17.62). All

other post hoc total language analyses were not found to be
statistically significantly different.
Overall, these findings indicate that 8th-grade
students who started middle school in either the 5th-grade
or the 7th-grade and did not participate in the free or
reduced price lunch program performed statistically
significantly better on the California Achievement Test
total language subtest compared to the 8th-grade students
who participated in the free or reduced price lunch program
and started middle school in either the 5th-grade or the
7th-grade.
Results of Analysis of Variance for all 8th-grade
students posttest California Achievement Test total math
Normal Curve Equivalent Scores were displayed in Table 15.
As seen in Table 15 the null hypothesis was rejected.
Posttest California Achievement Test total math Normal
Curve Equivalent Scores for LSES-5GSP students
SD = 21.41), HSES-5GSP

(M = 47.65,

(M = 57.45, SD = 22.89), LSES-7GSP

(M = 43.85, SD = 18.66), and HSES-7GSP

(M = 62.75, SD =

89
21.27) were not congruent and the main effect was
statistically significantly different,

(F(3, 76) = 3.40, p

= .02). Because F did reach a significance level, post hoc
contrast analyses were conducted. Significant differences
were found in one of the six post hoc total math analyses
LSES-7GSP

(M = 43.85, SD = 18.66) verses HSES-7GSP

(M =

62.75, SD = 21.27). All other post hoc total math analyses
were not found to be statistically significantly different.
Overall, these findings indicate that 8th-grade
students who started middle school in the 7th-grade and did
not participate in the free or reduced price lunch program
performed statistically significantly better on the
California Achievement Test total math subtest than the
8th-grade students who participated in the free or reduced
price lunch program and started middle school in the 7thgrade.
Results of Analysis of Variance for all 8th-grade
students posttest California Achievement Test total battery
Normal Curve Equivalent Scores were displayed in Table 16.
As seen in Table 16 the null hypothesis was rejected.
Posttest California Achievement Test total battery Normal
Curve Equivalent Scores for LSES-5GSP students
SD = 22.78), HSES-5GSP

(M = 44.25,

(M = 59.55, SD = 25.33), LSES-7GSP

(M = 4 4.15, SD = 23.03), and HSES-7GSP

(M = 63.15, SD =
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19.62) were not congruent and the main effect was
statistically significantly different,

(F(3, 76) = 3.86, p

= .01). Because F did reach a significance level, post hoc
contrast analyses were conducted. Significant differences
were found in two of the six post hoc total battery
analyses LSES-5GSP

(M = 44.25, SD = 22.78) verses HSES-7GSP

(M = 63.15, SD = 19.62) and LSES-7GSP
23.03) verses HSES-7GSP

(M = 44.15, SD =

(M = 63.15, SD = 19.62). All other

post hoc total battery analyses were not found to be
statistically significantly different.
Overall, these findings indicate that 8th-grade
students who started middle school in the 7th-grade and did
not participate in the free or reduced price lunch program
performed statistically significantly better on the
California Achievement Test total battery subtest than the
8th-grade students who participated in the free or reduced
price lunch program and started middle school in either the
5th-grade or the 7th-grade.
Research Question #6
The sixth hypothesis was tested using a single factor
Analysis of Variance. Posttest statewide writing exam
scores are displayed in Table 17 for all individual 8thgrade students. Results of Analysis of Variance for all
8th-grade students posttest statewide writing exam scores
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displayed in Table 18. As seen in Table 18 the null
hypothesis was rejected. Posttest Statewide Writing Exam
for LSES-5GSP students

(M = 5.35, SD = 0.86), HSES-5GSP (M

= 6.00, SD = 0.90), LSES-7GSP
HSES-7GSP

(M = 5.20, SD = 0.83), and

(M = 5.52, SD = 0.83) were not congruent and the

main effect was statistically significantly different,
(F(3, 76) = 2.94, p = .04) . Because F did reach a
significance level, post hoc contrast analyses were
conducted. Significant differences were found in two of the
six post hoc total reading analyses LSES-5GSP
= 0.86) verses HSES-5GSP

(M = 5.35, SD

(M = 6.00, SD = 0.90) and HSES-

5GSP (M = 6.00, SD = .90) verses LSES-7GSP

(M = 5.20, SD =

1.00). All other post hoc Statewide Writing Exam analyses
were not found to be statistically significantly different.
Overall, these findings indicate that 8th-grade
students who started middle school in the 5th-grade and did
not participate in the free or reduced price lunch program
performed statistically significantly better on the
Statewide Writing Exam than the 8th-grade students who
participated in the free or reduced price lunch program and
started middle school in either the 5th-grade or the 7thgrade.
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Research Question #7
Individual pretest-posttest total days absent for all
students are displayed in Table 19. The seventh hypothesis
was tested using the dependent t. Students pretest 4thgrade and posttest 8th-grade analysis of total days absent
is displayed in Table 20. As seen in Table 20 the null
hypothesis was rejected for one of the four pretestposttest comparisons. The pretest LSES-5GSP mean days
absent (M = 7.25, SD = 7.04) compared to the posttest mean
days absent (M = 10.63, SD = 7.77) was statistically
significantly different, t(19) = 3.12, p = .003 (onetailed), d = .45. As seen in Table 20 the null hypothesis
was not rejected for three of the four pretest-posttest
comparisons. The pretest HSES-5GSP mean days absent (M =
5.50, SD = 4.72) compared to the posttest mean days absent
(M = 6.09, SD = 4.53) was not statistically significantly
different, t(19) = 0.43, p =

.34 (one-tailed), d =

.12. The

pretest LSES-7GSP mean days absent (M = 10.95, SD = 9.67)
compared to the posttest mean days absent (M = 14.91, SD =
16.97) was not statistically significantly different, t(19)
= 1.20, p = .12 (one-tailed), d = .29. The pretest HSES7GSP mean days absent (M = 5.55, SD = 4.68) compared to the
posttest mean days absent (M = 9.19, SD = 8.44) was not
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statistically significantly different, t(19) = 2.07, p =
.03 (one-tailed), d = .55.
Overall, pretest-posttest results indicated that all
8th-grade students regardless of their middle school start
points or their socioeconomic status had more absences on
average at posttest than at pretest. Comparing students'
absences with established school policy puts these absences
in perspective. Within the research school district five or
more absences requires that a letter be sent to the
students' home and a school counselor makes phone contact
with the students parent (s) . Furthermore, the school
counselor will meet with the student to determine if any
personal issues are interfering with the students'
attendance.
Research

Question

#8

Observed posttest-posttest absence frequencies of five
or more days resulting in required school intervention, is
found in Table 21. The eighth hypothesis was tested using
chi-square

?

?

(X ) . The result of X displayed in Table 21 was
o

not statistically significantly different

(X (3, % = 80) =

6.16, p = < .12) so we do not reject the null hypothesis of
no difference or congruence for students' absence
frequencies of five or more days resulting in required
school intervention. Inspecting our frequency and percent
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findings in Table 21 we find that the observed behavior
frequencies resulting in required school intervention for
LSES-5GSP

(15, 30%), for HSES-5GSP

(14, 28%), and for HSES-7GSP

(8, 16%), for LSES-7GSP

(13, 26%) represents near

equipoise for this data.
Overall, the observed levels of absenteeism reported
for students regardless of their middle school start point
or socioeconomic status represents a level that could
interfere with consistent classroom learning, assignment
completion, and performance on formative and summative
tests.
Research Question #9
The ninth hypothesis was tested using a single factor
Analysis of Variance. Posttest core grade point averages
are displayed in Table 22 for all individual 8th-grade
students. Results of Analysis of Variance for all 8th-grade
students' posttest core grade point averages are displayed
in Table 23. As seen in Table 23 the null hypothesis was
not rejected. Posttest Core Grade Point averages for LSES5GSP students

(M = 2.43, SD = 0.89), HSES-5GSP

SD = 0.69), LSES-7GSP

(M = 3.11,

( M = 2 . 5 8 , S D = 0 . 9 5 ) , and HSES-7GSP

(M = 3.03, SD = 0.76) were congruent and the main effect
was not statistically significantly different,

(F(3, 76) =
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2.55, p = .06). Because F did not reach a significance
level, post hoc contrast analyses were not conducted.
Overall, these findings indicate that all 8th-grade
students had statistically congruent core grade point
averages regardless of middle school start point or
socioeconomic level. However, the mean core grade point
averages for the LSES-5GSP

(2.53) and the LSES-7GSP

(2.58)

students, both lower socioeconomic groups, would both
translate to a grade of C+ while the mean core grade point
averages for the HSES-5GSP

(3.11) and the HSES-7GSP

(3.03)

students, both higher socioeconomic groups, would both
translate to a grade of B.
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Table 1
Demographic

Information

who Started Middle

of Individual

8th-grade

School in the 5th-grade

in the Free or Reduced

Price Lunch

and

Participated

Program

Student
Number

Gender

Special
Education
Verification

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12 .
13.
14 .
15.
16.
17 .
18.
19.
20.

Male
Male
Female
Male
Male
Male
Female
Female
Female
Male
Male
Female
Female
Female
Female
Female
Female
Male
Female
Male

Yes
Yes
No
No
No
No
No
No
No
No
No
Yes
Yes
No
NO
No
No
No
Yes
No

Ethnicity (a)
AA
AA
AA
AA
H
C
AA
AA
C
H
AA
AA
AA
AA
AA
C
H
H
AA
AA

(a) Note: AA = African American. C = Caucasian.
Hispanic.

Students

97

Table 2
Demographic

Information

who Started Middle
Participate

Student
Number
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12 .
13.
14 .
15.
16.
17 .
18.
19.
20.

of Individual

School in the 5th-grade

in the Free or Reduced

Students

and did not

Price Lunch

Program

Gender

Special
Education
Verification

Ethnicity (a)

Male
Male
Male
Male
Male
Female
Male
Female
Female
Male
Male
Male
Female
Male
Male
Male
Male
Female
Female
Female

No
No
No
No
No
No
No
No
No
No
No
No
No
No
No
No
No
No
No
No

C
AA
C
AA
C
AA
AA
C
AA
C
H
AA
C
AA
C
AA
C
C
C
AA

(a) Note: AA = African American.
Hispanic.

8th-grade
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Table 3
Demographic

Information

who Started Middle

of Individual

8th-grade

School in the 7th-grade and

in the Free or Reduced

Price Lunch

Participated

Program

Student
Number

Gender

Special
Education
Verification

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12 .
13.
14 .
15.
16.
17 .
18.
19.
20.

Male
Female
Female
Male
Male
Female
Female
Male
Male
Male
Female
Male
Female
Female
Female
Male
Male
Female
Female
Male

No
Yes
No
No
No
No
No
No
No
No
No
No
No
No
No
No
No
No
No
Yes

Ethnicity (a)
C
AA
AA
AA
AA
C
C
C
C
AA
H
H
C
AA
AA
AA
AA
AA
AA
AA

(a) Note: AA = African American. C = Caucasian.
Hispanic.

Students
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Table 4
Demographic

Information

who Started Middle
Participate

of Individual

8th-grade

Students

School in the 7th-grade and did not

in the Free or Reduced

Price Lunch

Student
Number

Gender

Special
Education
Verification

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12 .
13.
14 .
15.
16.
17 .
18.
19.
20.

Male
Male
Male
Male
Male
Female
Male
Male
Male
Female
Female
Male
Female
Male
Female
Female
Male
Female
Male
Male

No
No
Yes
No
No
No
No
No
No
Yes
No
Yes
No
No
No
No
No
No
No
Yes

(a) Note: AA = African American.
Hispanic I = Pacific Islander.

Program

Ethnicity (a)
C
C
C
C
C
C
C
C
C
C
C
I
AA
C
AA
H
C
C
AA
AA
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Table

10

Pretest-Posttest
Equivalent

California

Achievement

Scores for Individual

Started Middle

Test Normal

8th-grade

School in the 5th-grade

Students

Price Lunch

Student
Number

Total
Reading

Total
Language

Total
Math

Total
Battery

Pre Post

Pre Post

Pre Post

Pre Post

1
66
21
36
71
61
35
35
67
44
76
4
10
48
36
76
55
34
12
65

28
37
38
38
64
69
32
54
98
44
70
1
10
49
61
77
60
38
9
78

26
57
25
40
71
69
33
57
55
32
78
18
1
44
60
69
62
64
6
73

15
54
27
38
71
68
33
49
76
40
77
1
1
48
52
76
60
44
5
74

8
33
18
33
58
58
30
42
85
34
72
21
24
39
24
60
64
52
7
80

16
22
23
23
66
56
39
51
81
27
53
31
15
42
36
70
61
60
19
77

Program

21
33
18
43
71
61
35
56
73
25
72
32
17
49
59
71
60
68
15
74

who

and Participated

the Free or Reduced

1
2
3
4
5
6
7
8
9.
10
11
12
13
14
15
16
17
18
19
20

Curve

12
28
18
32
67
59
33
50
82
28
67
27
16
43
39
69
63
61
12
79

(a) Note: Student numbers correspond with Table 1.

in
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Table

10

Pretest-Posttest
Equivalent

Participate

1
2
3
4
5
6
7
8
9.
10
11
12
13
14
15
16
17
18
19
20

Achievement

Scores for Individual

Started Middle

Student
Number

California

Test Normal

8th-grade

School in the 5th-grade

in the Free or Reduced

Students

Price Lunch

Program

Total
Language

Total
Math

Total
Battery

Pre Post

Pre Post

Pre Post

Pre Post

69
54
95
62
73
94
41
83
39
85
76
42
45
92
90
31
91
74
45
59

76
42
64
62
70
99
53
65
49
92
82
32
58
70
99
50
89
69
58
62

57
28
68
41
66
61
43
54
55
71
82
18
49
68
99
45
87
69
43
49

68
41
79
55
72
90
45
69
48
87
83
30
51
80
99
42
94
73
49
58

70
40
61
19
90
78
46
67
32
99
84
9
56
63
90
36
99
61
49
63

57
41
55
34
65
74
48
67
34
77
83
1
52
54
99
40
96
69
45
58

who

and did not

Total
Reading

71
40
58
31
68
78
43
73
31
74
76
6
47
76
93
28
84
77
43
52

Curve

67
40
58
27
76
78
46
71
32
87
84
1
52
66
99
33
99
71
46
58

(a) Note: Student numbers correspond with Table 2.
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Table

10

Pretest-Posttest
Equivalent

California

Achievement

Scores for Individual

Started Middle

Test Normal

8th-grade

Students

who

School in the 7th-grade and Participated

the Free or Reduced

Price Lunch

Student
Number

Total
Reading

Total
Language

Total
Math

Total
Battery

Pre Post

Pre Post

Pre Post

Pre Post

54
8
63
37
48
68
67
89
54
76
61
27
50
56
31
31
36
25
33
3

61
22
56
43
62
89
73
95
53
92
74
32
66
74
42
33
40
26
35
16

52
32
77
40
61
77
55
82
60
87
65
40
66
69
60
45
48
31
38
23

57
18
67
40
58
81
67
93
57
89
68
32
62
68
44
36
41
26
35
11

1
2
3
4
5
6
7
8
9.
10
11
12
13
14
15
16
17
18
19
20

Curve

43
24
53
26
48
68
74
94
40
67
69
29
43
63
31
25
31
9
36
7

22
10
67
37
49
64
65
99
38
86
69
26
54
66
43
28
30
21
24
11

Program

30
10
76
35
43
51
51
69
25
72
62
21
53
69
42
29
44
26
35
34

30
11
67
32
46
61
64
93
33
77
68
24
50
67
38
27
34
16
31
14

(a) Note: Student numbers correspond with Table 3.

in
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Table

10

Pretest-Posttest
Equivalent

Participate

1
2
3
4
5
6
7
8
9.
10
11
12
13
14
15
16
17
18
19
20

Achievement

Scores for Individual

Started Middle

Student
Number

California

Test Normal

8th-grade

Students

Curve
who

School in the 7th-grade and did not

in the Free or Reduced

Price Lunch

Program

Total
Reading

Total
Language

Total
Math

Total
Battery

Pre Post

Pre Post

Pre Post

Pre Post

51
96
48
94
62
67
59
83
59
65
53
42
55
83
77
53
87
37
79
3

59
99
50
70
55
67
70
68
81
86
74
43
65
79
61
52
88
51
85
15

54
99
50
87
61
61
57
86
87
94
88
38
66
99
71
71
73
49
71
18

55
99
50
88
60
67
63
82
78
86
73
42
63
92
72
59
86
45
81
8

45
96
50
88
67
63
53
96
47
62
53
49
49
74
79
52
75
49
80
24

49
91
38
77
50
67
49
67
53
71
61
35
61
88
71
54
77
39
70
26

47
99
47
61
62
69
54
99
78
71
70
19
60
99
66
54
72
39
58
31

47
99
45
77
61
67
53
95
61
69
63
33
58
93
73
54
77
42
70
26

(a) Note: Student numbers correspond with Table 4.
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Table
8th-grade

10
Students

who Started Middle

grade and Participated
Program Pretest
Test Normal

Source
of
Data (a)

in the Free or Reduced

compared

to Posttest

Curve Equivalent

Pretest
Scores

School in the 5thPrice

California

Lunch

Achievement

Scores

Posttest
Scores

Mean

SD

Mean

SD

Effect
Size

t

p

A

42.65

(24.24) 42.10

(22.98) 0.23 -0.18 .43'

B

47.75

(25.17) 43.40

(21.27) 0.18 -1.38 .09'

47.00

(23.14) 47.65

(21.42) 0.37

45.45

(25.43) 44.25

(22.78) 0.04 -0.45 .33'

D

0.31 .3

*

(a) Note: A = Total Reading. B = Total Language. C = Total Math.
D = Total Battery.
Tns.
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Table 10
8th-grade

Students

who Started Middle

grade and did not Participate
Lunch Program Pretest
Achievement

Test Normal

Pretest
Scores

Source
of
Data (a)

compared

School in the 5th-

in the Free or Reduced
to Posttest

Curve Equivalent

Price

California

Scores

Posttest
Scores

Mean

SD

Mean

SD

Effect
Size

t

p

A

67.00

(21.28) 57.45

(23.00) 0.43 -3.42 .001****

B

67.05

(18.31) 60.60

(25.42) 0.29 -2.15 .02**

57.65

(19.54) 57.45

(22.89) 0.00 -0.09 .46*

65.65

(20.00) 59.55

(25.34) 0.26 -2.62 .01***

D

(a) Note: A = Total Reading. B = Total Language. C = Total Math.
D = Total Battery.
*ns. **p = .02. ***p = .01. ****p = .001.
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Table 10
8th-grade

Students

who Started Middle

grade and Participated
Program Pretest
Test Normal

Source
of
Data (a)

in the Free or Reduced

compared

to Posttest

Curve Equivalent

Pretest
Scores

School in the 7thPrice

California

Lunch

Achievement

Scores

Posttest
Scores

Mean

SD

Mean

SD

Effect
Size

t

p

A

45.85

(22.16) 44.00

(22.84) 0.08 -0.97 .17*

B

54.20

(23.81) 45.45

(25.00) 0.35 -3.82 .001**

55.40

(18.13) 43.85

(18.66) 0.62 -4.75 .0001***

52.50

(22.74) 44.15

(23.03) 0.36 -4.66 .0001***

D

(a) Note: A = Total Reading. B = Total Language. C = Total Math.
D = Total Battery.
*ns. **p = .001. ***p = .0001.
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Table 10
8th-grade

Students

who Started Middle

grade and did not Participate
Lunch Program Pretest
Achievement

Test Normal

Pretest
Scores

Source
of
Data (a)

compared

School in the 7th-

in the Free or Reduced
to Posttest

Curve Equivalent

Price

California

Scores

Posttest
Scores

Mean

SD

Mean

SD

Effect
Size

t

p

A

62 . 65

(22 .10) 62 .55

(18. 92) 0 .00 -0 . 05 .48*

B

65.90

(18. 96) 59. 80

(17 .63) 0 .33 -2 . 60 . 01***

C

69.00

(21. 25) 62 .75

(21. 27) 0 .29 -2 . 55 . 01***

D

67 .45

(21. 25) 63 .15

(19. 62) 0 .21 -2 .20 . 02**

(a) Note: A = Total Reading. B = Total Language. C = Total Math.
D = Total Battery.
*ns. **p = .02. ***p = .01.

108
Table 14
Results

of Analysis

of Variance

for All 8th-grade

California

Achievement

Test TotalL a n g u a g eNormal

Posttest

Curve Equivalent

Source of
Variation

Students

Scores

Mean

Sum of
Squares

SD

Between Groups
Within Groups

df

F

4.16

6042.25

2014.08

3

36801.70

484.23

76

A LSES-5GSP 42.10

(22.98) (b)

B HSES-5GSP 57.45

(23.00) (c)

LSES-7GSP 44.00

(22.84) (d)

D HSES-7GSP 62.55

Mean
Square

(18.92)

(a) Note: Significant F result, post hoc t test analyses
were conducted.

(b) Note: A vs. B ns. A vs. C ns. A vs. D p = .002.
(c) Note: B vs. C ns. B vs. D ns.
(d) Note: C vs. D p = .004.

(a) p

.01
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Table 14
Results

of Analysis

of Variance

for All 8th-grade

California

Achievement

Test Total Language

Posttest

Curve Equivalent

Source of
Variation

Students
Normal

Scores

Mean

Sum of
Squares

SD

Between Groups
Within Groups

df

5025.44

1675.15

3

38651.75

508.58

76

A LSES-5GSP 43.40

(21.27) (b)

B HSES-5GSP 60.60

(25.42) (c)

LSES-7GSP 45.45

(24.99) (d)

D HSES-7GSP 59.80

Mean
Square

F (a) p

3.29

(17.62)

(a) Note: Significant F result, post hoc t test analyses
were conducted.

(b) Note: A vs. B

p = .01. A vs. C ns. A vs. D p = .01.

(c) Note: B vs. C ns. B vs. D ns.
(d) Note: C vs. D ns.

.02
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Table 14
Results

of Analysis

of Variance

for All 8th-grade

California

Achievement

Test TotalLanguageNormal

Posttest

Curve Equivalent

Source of
Variation

Students

Scores

Mean

Sum of
Squares

SD

Between Groups
Within Groups

df

4543.75

1514.58

3

33889.80

445.92

76

A LSES-5GSP 47.65

(21.41) (b)

B HSES-5GSP 57.45

(22.89) (c)

LSES-7GSP 43.85

(18.66) (d)

D HSES-7GSP 62.75

Mean
Square

F (a) p

3.40

(21.27)

(a) Note: Significant F result, post hoc t test analyses
were conducted.

(b) Note: A vs. B ns. A vs. C ns. A vs. D ns.
(c) Note: B vs. C ns. B vs. D ns.
(d) Note: C vs. D p = .002.

02
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Table 16
Results

of Analysis

of Variance

for All 8th-grade

California

Achievement

Test Total Battery

Posttest

Curve Equivalent

Source of
Variation

Students
Normal

Scores

Mean

Sum of
Squares

SD

Between Groups
Within Groups

df

F

3.86

6012.15

2004.05

3

39455.80

519.16

76

A LSES-5GSP 44.25

(22.78) (b)

B HSES-5GSP 59.55

(25.33) (c)

LSES-7GSP 44.15

(23.03) (d)

D HSES-7GSP 63.15

Mean
Square

(19.62)

(a) Note: Significant F result, post hoc t test analyses
were conducted.

(b) Note: A vs. B ns. A vs. C ns. A vs. D p = .004.
(c) Note: B vs. C ns. B vs. D ns.
(d) Note: C vs. D p = .004.

(a) p

.01
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Table 17
Statewide
Individual

Posttest

Only Writing Exam Scores for All

8th-grade

Students

(a)
LSES-5GSP

(b)
HSES-5GSP

(c)
LSES-7GSP

(d)
HSES-7GSP

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12 .
13.

4 .00
5. 34
5. 34
4 .66
6. 00
5. 34
5. 34
6. 33
6. 00
6. 00
5. 34
5. 00
4 .33
4 .00
4 .66
6. 66
7 .34
5. 34
4 .66
5. 34

5. 34
5. 34
7 .00
5. 00
6. 00
6. 00
5. 00
5. 67
5. 34
6. 00
6. 33
4 .00
6. 00
6. 66
7 .34
7 .00
5. 34
7 .67
6. 66
6. 33

5. 34
3. 67
5. 67
5. 00
5. 34
7 .00
6. 66
6. 00
5. 00
6. 00
5. 67
5. 34
5. 00
6. 66
4 .00
4 .66
3. 67
5. 00
5. 00
3. 34

5.34
6.00
4 . 66
6.66
4 . 66
6.00
5.34
5.34
4 . 66
6.66
5.34
5.00
5.67
6.66
6.66
5.34
6.00
5.34
5.67
3 . 34

i—1

Student
Number

I—1 i—1

15.

i—1
UD

18.
20.

(a) Note: Student numbers correspond with Table 1.
(b) Note: Student numbers correspond with Table 2.
(c) Note: Student numbers correspond with Table 3.
(d) Note: Student numbers correspond with Table 4.
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Table 18
Results

of Analysis

of Variance

Statewide

Writing Exam

Posttest

Source of
Variation

Mean

SD

B HSES-5GSP 6. 00

S LSES-7GSP

CO

Within Groups

Mean
Square

7.23

2 .41

62 .39

0 . 82

df

3

F

(a) p

2.94

.04

76

(b)

(.90) (c)

5. 20 (1.00)

D HSES-7GSP 5. 52

Students

Scores

Sum of
Squares

Between Groups

A LSES-5GSP 5. 35

for All 8th-grade

(d)

(.83)

(a) Note: Significant F result, post hoc t test analyses were
conducted.

(b) Note: A vs. B p = .01. A vs. C ns. A vs. D ns.
(c) Note: B vs. C p = .01. B vs. D ns.
(d) Note: C vs. D ns.
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Table 19
Pretest-Posttest

Student
Number

i—1

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12 .
13.

I—1 i—1

15.

i—1
UD

18.
20.

Total Days Absent for All

Students

(a)
LSES5GSP

(b)
HSES5GSP

(c)
LSES7GSP

(d)
HSES7GSP

Pre Post

Pre Post

Pre Post

Pre Post

2
8
0
21
0
1
3
9
10
2
7
6
3
8
26
5
15
13
6
0

2
3
14
2
1
8
0
14
2
11
6
13
0
0
9
2
7
5
4
7

7
7
1
21
10
9
25
3
5
1
8
4
12
5
3
16
1
3
24
18

8
4
10
4
0
0
20
2
11
6
8
3
1
6
3
2
8
3
4
8

9
12
4
23
0
2
2
9
4
14
15
14
9
18
32
7
17
7
7
7

14
4
18
4
3
2
4
4
12
8
4
4
4
9
0
3
4
10
5
6

7
2
37
68
14
18
41
0
20
1
14
2
20
5
1
22
5
6
35
15

4
0
23
0
4
2
23
11
13
5
6
20
0
4
7
29
10
7
5
8

(a) Note: Student numbers correspond with Table 1.
(b) Note: Student numbers correspond with Table 2.
(c) Note: Student numbers correspond with Table 3.
(d) Note: Student numbers correspond with Table 4.
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Table 20
Pretest

4th-grade

Absent for All

and Posttest

Mean

of Total Days

Students

Pretest
Scores

Source
of
Data (a)

8th-grade Analysis

Posttest
Scores

SD

Mean

SD

Effect
Size

t

p

A

7.25

(7.04)

10.63

(7.77)

0.45

3.12 .003***

B

5.50

(4.72)

6.09

(4.53)

0.12

.43

10.95

(9.67)

14.91

(16.97)

0.29

1.20 .12*

5.55

(4.68)

9.19

(8.44)

0.55

2.07 .03**

D

.34*

(a) Note: A = LSES-5GSP. B = HSES-5GSP. C = LSES-7GSP.
D = HSES-7GSP.
*ns. **p = .03. ***p = .003.

116

Table 21
Observed

Posttest-Posttest

Days Resulting

in Required

Absence

Frequencies

School

Intervention

A (a)

a
o

B (b)

N

a
o

Group

N

LSES-5GSP

5

(17)

15

(30)

HSES-5GSP

12

(40)

8

(16)

LSES-7GSP

6

(20)

14

(28)

HSES-7GSP

7

(23)

13

(26)

30

(100)

50

(100)

Totals

of Five or More

X?

6.16*

(a) Note: A = Four or Fewer Absences.
(b) Note: B = Five or More Absences Resulting in Required School
Intervention.
*ns.
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Table 22
Posttest

Only High School Preparedness

Averages

(a) for All Individual

Core Grade

8th-grade

Point

Students

(b)
LSES-5GSP

(c)
HSES-5GSP

(d)
LSES-7GSP

(e)
HSES-7GSP

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12 .
13.

1 .00
1 .89
1 .82
1 .78
3. 73
2 .56
3. 11
2 .89
3. 36
3. 67
3. 18
2 .09
1 .36
1 .44
1 .89
3. 44
2 .91
3. 67
1 .55
3. 33

2 .55
2 .82
3. 00
3. 00
4 .00
3. 18
2 .78
3. 45
2 .56
3. 91
3. 89
1 .30
3. 64
3. 33
4 .00
2 .00
3. 56
3. 27
2 .67
3. 27

1 .70
2 .10
3. 00
0. 50
3. 13
3. 88
3. 50
3. 00
1 .30
3. 00
3. 50
2 .90
3. 75
3. 30
2 .90
1 .10
3. 30
1 .80
1 .90
2 .10

3 .88
4 . 00
2 .40
3 .38
3 .38
2 .88
2 . 00
3.27
1 . 50
3 . 63
3 .38
1 . 90
3 . 50
4 . 00
3 . 63
3 .30
3 . 13
3.25
2 . 50
1 .70

i—1

Student
Number

I—1 i—1

15.

i—1
UD

18.
20.

(a) Note: Represents Course Grades for Reading, Language Arts,
Math, Science, and Social Studies.
(b) Note: Student numbers correspond with Table 1.
(c) Note: Student numbers correspond with Table 2.
(d) Note: Student numbers correspond with Table 3.
(e) Note: Student numbers correspond with Table 4.
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Table 23
Analysis

of Posttest

Point Averages

Source of
Variation

Only High School Preparedness

(a) for All Individual

Mean

SD

8th-grade

Core Grade

Students

Sum of
Squares

Mean
Square

df

5.32

2 .41

3

Between Groups
Within Groups

52 .77

A LSES-5GSP 2 . 53

(.89) (b)

B HSES-5GSP 3 .11

( . 69) (c)

C LSES-7GSP 2 . 58

(.95) (d)

D HSES-7GSP 3 . 03

(.76)

0 . 69

76

(a) Note: Non-significant F result, no post hoc t test
analyses were conducted.

F

(a) p

2.55

.06
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CHAPTER FIVE
Conclusions and Discussion
The purpose of this study was to determine the impact
of two middle school grade level start points, 5th-Grade
and 7th-Grade, on low and high socioeconomic status
adolescents' 8th-grade achievement, behavior, and high
school preparedness. The study analyzed student performance
on national standardized tests, statewide writing exams,
days absent, and core grade point averages to determine
what relationship, if any, exist between the middle school
start points and the performance measures. All study data
related to each of these dependent variables were
retrospective, archival, and routinely collected school
information. Permission from the appropriate school
research personnel was obtained before data were collected
and analyzed. Eighth grade achievement was determined by
(a) norm-referenced California Achievement Test, Fifth
Edition (i) total reading,

(ii) total language,

(iii) total

math and (iv) total battery subtest normal curve equivalent
(NCE) scores and (b) statewide writing exam scores. Eighth
grade behavior was determined by individual student total
frequency count of days absent. Eighth grade high school
preparedness was determined by individual student Core
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Grade Point Averages for Reading, Language Arts, Math,
Science, and Social Studies. All study data were collected
from the district's student information system and research
division databases where the information is archived at the
central office.
Conclusions
Research Question #1
Overall, pretest-posttest results indicated that 8thgrade students who started middle school in the 5th-grade
and participated in the free or reduced price lunch program
did not significantly improve their total reading, total
language, total math, and total battery posttest scores.
Total reading, total language, and total battery posttest
mean scores were in the direction of decline. Total math
posttest mean score was in the direction of improvement.
Comparing students' total reading norm referenced NCE score
with other normative derived scores puts their performance
in perspective. A posttest total reading NCE mean score of
42.10 is congruent with a standard score of 94, a
percentile rank of 34, a stanine of 4, and a stanine
description of average. Comparing students' total language
norm referenced NCE score with other normative derived
scores puts their performance in perspective. A posttest
total language NCE mean score of 43.40 is congruent with a

121
standard score of 95, a percentile rank of 37, a stanine of
4, and a stanine description of average. Comparing
students' total math norm referenced NCE score with other
normative derived scores puts their performance in
perspective. A posttest total math NCE mean score of 47.65
is congruent with a standard score of 98, a percentile rank
of 45, a stanine of 5, and a stanine description of
average. Comparing students' total battery norm referenced
NCE score with other normative derived scores puts their
performance in perspective. A posttest total batter NCE
mean score of 44.25 is congruent with a standard score of
95, a percentile rank of 37, a stanine of 4, and a stanine
description of average.
Research Question #2
Overall, pretest-posttest results indicated that 8thgrade students who started middle school in the 5th-grade
and did not participate in the free or reduced price lunch
program did not significantly improve their total reading,
total language, total math, and total battery posttest
scores. Total reading, total language, total math, and
total battery posttest mean scores were all in the
direction of decline. Comparing students' total reading
norm referenced NCE score with other normative derived
scores puts their performance in perspective. A posttest
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total reading NCE mean score of 57.45 is congruent with a
standard score of 105, a percentile rank of 63, a stanine
of 6, and a stanine description of average. Comparing
students' total language norm referenced NCE score with
other normative derived scores puts their performance in
perspective. A posttest total language NCE mean score of
60.60 is congruent with a standard score of 107, a
percentile rank of 68, a stanine of 6, and a stanine
description of average. Comparing students' total math norm
referenced NCE score with other normative derived scores
puts their performance in perspective. A posttest total
math NCE mean score of 57.45 is congruent with a standard
score of 105, a percentile rank of 63, a stanine of 6, and
a stanine description of average. Comparing students' total
battery norm referenced NCE score with other normative
derived scores puts their performance in perspective. A
posttest total battery NCE mean score of 59.55 is congruent
with a standard score of 106, a percentile rank of 66, a
stanine of 6, and a stanine description of average.
Research Question #3
Overall, pretest-posttest results indicated that 8thgrade students who started middle school in the 7th-grade
and participated in the free or reduced price lunch program
did not significantly improve their total reading, total
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language, total math, and total battery posttest scores.
Total reading, total language, total math, and total
battery posttest mean scores were all in the direction of
decline. Comparing students' total reading norm referenced
NCE score with other normative derived scores puts their
performance in perspective. A posttest total reading NCE
mean score of 44.00 is congruent with a standard score of
95, a percentile rank of 37, a stanine of 4, and a stanine
description of average. Comparing students' total language
norm referenced NCE score with other normative derived
scores puts their performance in perspective. A posttest
total language NCE mean score of 45.45 is congruent with a
standard score of 96, a percentile rank of 39, a stanine of
4, and a stanine description of average. Comparing
students' total math norm referenced NCE score with other
normative derived scores puts their performance in
perspective. A posttest total math NCE mean score of 43.85
is congruent with a standard score of 95, a percentile rank
of 37, a stanine of 4, and a stanine description of
average. Comparing students' total battery norm referenced
NCE score with other normative derived scores puts their
performance in perspective. A posttest total battery NCE
mean score of 44.15 is congruent with a standard score of
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95, a percentile rank of 37, a stanine of 4, and a stanine
description of average.
Research

Question

#4

Overall, pretest-posttest results indicated that 8thgrade students who started middle school in the 7th-grade
and did not participate in the free or reduced price lunch
program did not significantly improve their total reading,
total language, total math, and total battery posttest
scores. Total reading, total language, total math, and
total battery posttest mean scores were all in the
direction of decline. Comparing students' total reading
norm referenced NCE score with other normative derived
scores puts their performance in perspective. A posttest
total reading NCE mean score of 62.55 is congruent with a
standard score of 109, a percentile rank of 73, a stanine
of 6, and a stanine description of average. Comparing
students' total language norm referenced NCE score with
other normative derived scores puts their performance in
perspective. A posttest total language NCE mean score of
59.80 is congruent with a standard score of 106, a
percentile rank of 66, a stanine of 6, and a stanine
description of average. Comparing students' total math norm
referenced NCE score with other normative derived scores
puts their performance in perspective. A posttest total
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math NCE mean score of 62.75 is congruent with a standard
score of 104, a percentile rank of 61, a stanine of 6, and
a stanine description of average. Comparing students' total
battery norm referenced NCE score with other normative
derived scores puts their performance in perspective. A
posttest total batter NCE mean score of 63.15 is congruent
with a standard score of 109, a percentile rank of 73, a
stanine of 6, and a stanine description of average.
Research Question #5
Overall, these findings indicate that 8th-grade
students who started middle school in the 7th-grade and did
not participate in the free or reduced price lunch program
performed statistically significantly better on the
California Achievement Test total reading subtest than the
8th-grade students who participated in the free or reduced
price lunch program and started middle school in either the
5th-grade or the 7th-grade.
Overall, these findings indicate that 8th-grade
students who started middle school in either the 5th-grade
or the 7th-grade and did not participate in the free or
reduced price lunch program performed statistically
significantly on the California Achievement Test total
language subtest the 8th-grade students who participated in
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the free or reduced price lunch program and started middle
school in either the 5th-grade.
Overall, these findings indicate that 8th-grade
students who started middle school in the 7th-grade and did
not participate in the free or reduced price lunch program
performed statistically significantly better on the
California Achievement Test total math subtest than the
8th-grade students who participated in the free or reduced
price lunch program and started middle school in the 7thgrade.
Overall, these findings indicate that 8th-grade
students who started middle school in the 7th-grade and did
not participate in the free or reduced price lunch program
performed statistically significantly better on the
California Achievement Test total battery subtest than the
8th-grade students who participated in the free or reduced
price lunch program and started middle school in either the
5th-grade or the 7th-grade.
Research

Question

#6

Overall, these findings indicate that 8th-grade
students who started middle school in the 5th-grade and did
not participate in the free or reduced price lunch program
performed statistically significantly better on the
Statewide Writing Exam than the 8th-grade students who
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participated in the free or reduced price lunch program and
started middle school in either the 5th-grade or the 7thgrade.
Research

Question

#7

Overall, pretest-posttest results indicated that all
8th-grade students regardless of their middle school start
points or their socioeconomic status had more absences on
average at posttest than at pretest. Comparing students'
absences with established school policy puts these absences
in perspective. Within the research school district five or
more absences requires that a letter be sent to the
students' home and a school counselor makes phone contact
with the students parent(s). Furthermore, the school
counselor will meet with the student to determine if any
personal issues are interfering with the students'
attendance.
Research

Question

#8

Overall, the observed levels of absenteeism reported
for students regardless of their middle school start point
or socioeconomic status were statistically congruent.

The

frequency count of absences represents a level that could
interfere with consistent classroom learning, assignment
completion, and performance on formative and summative
tests.
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Research

Question

#9

Overall, these findings indicate that all 8th-grade
students had statistically congruent core grade point
averages regardless of middle school start point or
socioeconomic level. However, the mean core grade point
averages for the LSES-5GSP

(2.53) and the LSES-7GSP

(2.58)

students, both lower socioeconomic groups, would both
translate to a grade of C+ while the mean core grade point
averages for the HSES-5GSP

(3.11) and the HSES-7GSP

(3.03)

students, both higher socioeconomic groups, would both
translate to a grade of B.
Discussion
The grade level at which an adolescent started middle
school, 5th-grade or 7th-grade, did not statistically
significantly impact 8th-grade students' achievement,
behavior, or high school preparedness in this study.
Similar research findings resulted from study of 79
Philadelphia schools where 8th-grade students who attended
a middle school performed congruently with 8th-grade
students, who attended a kindergarten through 8th-grade
school on measures of grade average, likelihood of failing,
and absences

(Weiss & Kipnes, 2006).
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Middle school start points. The data presented in
Tables 5-12 collectively demonstrates that 8th-grade
students, regardless of middle school start points,
performed within the fourth to sixth stanines on national
norm-referenced test, solidly within the average range.
Mean core grade point averages presented in Table 23 also
demonstrate average ranges from a C+ (2.53) to a B (3.11).
However, all groups' demonstrated statistically significant
declines in normal curve equivalences between pretest 5thgrade to posttest 8th-grade national norm-reference
measures. Trends of decline in achievement from childhood
to adolescence are well documented

(Dotter, Hoffman,

Crouter, & McHale, 2008; Reid & Roberts, 2006; Unrau &
Schlackman, 2006). Adolescent intrinsic and extrinsic
motivation levels decline during the transitions from
elementary to middle to high school. Furthermore, intrinsic
motivation plays a fundamental role in progress toward
self-regulated learning and self-determination

(Unrau &

Schlackman, 2006). Outside of the school context, higher
home conflict is strongly correlated with lower adolescent
academic achievement

(Dotter, 2008). As motivation declines

and family ties are tested, adolescents collectively
demonstrate a downward trend in achievement and
disengagement in school.
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Posttest absenteeism data presented in Table 21
demonstrates congruent results among all 8th-grade
students, regardless of start point. However, absenteeism
pretest-posttest comparisons presented in Tables 19-20
demonstrate statistically significant increases in the
total days absent from 4th-grade to 8th-grade. By 8thgrade, 50 out of 80 or 62.5% of students accumulated five
or more absences requiring school intervention, notably
group averages ranged from 6.09 days absent to 14.91 days
absent with the highest ranges representing economically
disadvantaged students. Nationally, the percentage of 4thgrade students and 8th-grade students reporting days of
school missed in the last month on the National Assessment
of Education Progress increased from 48% percent of 4thgrade students to 55% of 8th-grade students reporting one
or more day (NCES, 2006). Absenteeism rates prove to be an
important indicator of student success in the far reaching
areas of academic performance, high school graduation, and
the likelihood of engagement in destructive or delinquent
behaviors

(Roby, 2004; Sheldon, 2007). An Ohio study of

3,171 youth in grades four through twelve found a moderate
to strong correlation between student attendance and
student achievement with the most significant relationship
occurring at the ninth grade (Roby, 2004). Researchers have
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found that dropping out of high school is the end result of
a long-term process of disengagement from school, typically
initiated in middle level grades (DeSocio, VanCura, Nelson,
Hewitt, Kitzman, & Cole, 2007; Rumberger, 1995). Absences
do not simply represent missed instruction, late homework,
and low performance. Absences are a larger indicator of
adolescent disengagement in the process of schooling.
Counselors, teachers, and parents must not dwell on the
tangible list of late work and low scores but dig deeper
into why students don't want to come to school. Increasing
attendance in the study schools would likely increase
achievement levels beyond the solidly average levels.
Economically

disadvantaged

students. Patterns of

statistically significant difference emerged repeatedly in
the comparison of low and high socioeconomic groups
regardless of middle school start point, demonstrated in
Tables 13-16. Students who did not participate in the free
or reduced priced lunch program statistically significantly
out performed those that did in the areas of reading,
language, math and total battery. The opportunity gap and
academic achievement challenges for economically
disadvantaged students are well established

(Alexander,

Entwisle & Olson, 2001; Evans, 2004; Rothstein, 2004;
Tajalli & Opheim, 2004; Kozol, 2005; Krashen, 2005, Kozol,
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2005). Socioeconomic status continues to be a pervasive and
powerful predictor of achievement

(Krahsen, 2005). A study

in Texas found that for each percentage point an 8th-grade
school increases in the number of economically
disadvantaged children the likelihood of that school being
classified as high performing drops 8.4% (Tajalli & Opheim,
2004). Inequities in educational opportunities for
economically disadvantaged children begin prior to entering
school. A study of economically disadvantaged, working
class, and professional families found that economically
disadvantaged parents spoke on average 2,000 less words to
their children at age three than professional parents
(Evans, 2004). Schooling is successful in narrowing the
opportunity gap. A seasonal study of achievement found that
economically disadvantaged students' academic growth
exceeds that of their advantaged peers throughout the
school year unfortunately gains are lost over summer months
(Alexander, 2001) once again highlighting the need for
adolescents to become engaged in school and attend.
In conclusion, adolescent study, based on a deep
understanding of adolescent physical, social, emotional,
and educational needs, is necessary to reveal the
transformation essential to increase adolescent engagement
in school. Further analysis, focused on indicators of
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adolescent motivation and school engagement, is crucial to
reverse the near truism of adolescent achievement declines,
absenteeism increases, and economic opportunity gaps
demonstrated in this study. National school reform models
and broad sweeping prescriptions will not address the grass
root challenges of motivation and engagement within a local
school community. Middle schools must be given the autonomy
and societal support to transform from within,
understanding that curriculum novelty and uniqueness must
be buttressed by clear consistent adult rules and
nurturance if we are to ever have a truly effective middle
school philosophy.

134
REFERENCES
Abella, R.

(2005). The effects of small k-8 centers

compared to large 6-8 school on student performance.
Middle

School Journal 37(1), 24-28.

Alexander, K. L., Entwisle, D. R., & Olson, L. S.,

(2001) .

Schools, achievement, and inequality: A seasonal
perspective. Educational
Analysis

23(2),

Evaluation

Policy

171-191.

Alexander W. M., & McEwin, C. K.,

(1989). Schools in the

middle: progress 1968-1988. National
Secondary

and

School Principals.

Association

of

Reston, VA.

Balfanz, R., Herzog, L., & Mac Iver, D. J. (2007) .
Preventing student disengagement and keeping students
on the graduation path in urban middle-grades schools:
Early identification and effective intervention.
Educational

Psychologist

42(4), 223-235

Baumrind, D. (1991). The influence of parenting style on
adolescent competence and substance abuse. Jouranl of
Early Adolescence,

11(1), 56-95

Baumrind, D. (2005). Patterns of parental authority and
adolescent autonomy. New Directions
Adolescent

Developmentr

Best, J.W., & Kahn, J.V.

for Child and

108, 61-69

(2006). Research in education

(10th Ed.) Boston: Pearson Education Inc.

135
Bean, J., & Lipka, R. (2006). Guess again will changing the
grades save middle-level education?
Leadership,

Educational

63(7), 26-30

Blakemore, S. J. (January, 2008) . Developing the social
brain during adolescence. The Quarterly Journal of
Experimental

Psychology,

61(1), 40-49.

Brinthaupt, T.M., & Lipka, R. P. (2002). Understanding
early adolescent self and identity: An introduction.
In T.M. Brinthaupt & R.P. Lipka (Eds.),

Understanding

early adolescent self and identity application and
intervention

(pp.1-21). Albany, NY: State University

of New York Press
Brough, J. A.(1995). Middle level education: An historical
perspective. In Wavering, M. J. (Ed.), Educating
Adolescents

Young

(2nd ed.) (pp.27-51). New York, NY:

Garland Publishing, Inc.
Brown V. Board of Educ., §347 U.S. 483 (1954).
Buros Institute of Mental Measurements,

(2004). Mental

Measurement Yearbook Retrieved December 15, 2007, from
http://web.ebscohost.com.leo.lib.unomaha.edu/ehost/det
ail?vid=5&hid=9&sid=cfdfe27 7-2 914-4 04 6-bf54aec3c4c04 65d%4 0sessionmgr8

136
Carnegie Council on Adolescent Development.
transitions preparing

adolescents

(1995) . Great

for a new

century.

Washington, Dc.
Carnegie Council on Adolescent Development.
points:

Preparing

American

(1989) . Turning

youth for the 21st

century.

Washington, DC.
Celizic, M.

(2008, January 8). Celebs get rehabbed - on

camera. Today Show. New York, NY: MSNBC Broadcasting
Clark, S. N., & Clark, D. C. (1994). Restructuring
middle

the

level school. Albany, NY: State University

Press.
Clements, P., & Seidman, E.

(2002). The ecology of middle

grades schools and possible selves. In T.M. Brinthaupt
& R.P. Lipka
adolescent

(Eds.), Understanding

self and identity

intervention

early

application

(pp.133-164). Albany, NY:

and
State

University of New York Press
Collins, W. A., & Laursen, B.

(2004.) Parent-adolescent

relationships and influences. In Lerner, R. M., &
Steinberg, L. (Eds.), Handbook
psychology

(2nd ed.)

Wiley & Sons, Inc.

of

adolescent

(pp.331-361). Hoboken,

NJ: John

137
Corbett, H. D., & Wilson, B.L. (1998). Scaling within
rather than scaling up: implications from students'
experiences in reforming urban middle schools. The
Urban Review, 30(4), 261-293.
Cottle, T. J. (2001) . Mind fields adolescent

consciousness

in a culture of distraction. New York, NY: Peter Lang
Publishing
Crew, R, (2007). Only connect the way to save our schools.
New York, HY: Farrar, Stratus and Giroux
Crosnoe R., & Huston, A. C., (2007). Socioeconomic status,
schooling, and the developmental trajectories of
adolescents. Developmental

Psychologyr

43(5), 1097-

1110.
Dahl, R. E. (2004). Adolescent brain development: A period
of vulnerabilities and opportunities. In R.E. Dahl &
L.P. Spear (Eds.),
vulnerabilities

Adolescent brain

and opportunities

development

(pp.1-22). New York,

NY: New York Academy of Sciences.
DeSocie, J., VanCura, M., Nelson, L. A., Hewitt, G.,
Kitzman, H., Cole, R., (2007). Engaging truant
adolescents: Results from a multifaceted intervention
pilot. Preventing School Failurer

51(3), 3-11.

138
DeVore, E. R. & Ginsburg, K. R. (August, 2005). The
protective effects of good parenting on adolescents.
Current Opinion in Pediatricsr

17(4), 460-465.

Dotterer, A. M., Hoffman, L., Crouter, A. C., & McHale, S.
M.,

(2008). A longitudinal examination of the

bidirectional links between academic achievement and
parent adolescent conflict. Journal of Family Issues,
29(6), 762-779
Erb, T. O. (Summer, 2006). Midde school models are working
in may grade configurations to boost student
performance. American Secondary Education, 34(3), 413.
Furuya, R. (2 008, March 24). 20/20 Friday: Hollywood High
[Television Broadcast]. New York, NY: American
Broadcasting Company.
Giedd, J. N. (2004). Structural magnetic resonance imaging
of the adolescent brain. In R.E. Dahl & L.P. Spear
(Eds.), Adolescent brain development
and opportunities

vulnerabilities

(pp.77-85). New York, NY: New York

Academy of Sciences.
George, P. S., Stevenson, C. Thomason, J. & Beane J.
(1992). Middle school and beyond. Alexandria, VA:
Association for Supervision and Curriculum
Development.

139
Goldstein, S. E., Davis-Kean, P. E., & Eccles, J. S.
(2005) . Parents, peers, and problem behavior: A
longitudinal investigation of the impact of
relationship perceptions and characteristics on the
development of adolescent problem behavior.
Development

Psychology,

41(2), 401-413.

Hall-Lande, J. A., Eisenberg, M. E, Christenson S. L. &
Nuemark-Sztainer, D. (2007). Social isolation,
psychological health, and protective factors in
adolescence. Adolescencer

42(166), 265-286

Herman-Giddens, M. E. (2006). Recent data on pubertal
milestones in United States children: The secular
trend toward earlier development.

International

Journal of Andrology, 29, 241-246.
Hill, J.W., & Coufal, K.L. (2005). Emotional/behavioral
disorders: A retrospective examination of social
skills, linguistics, and student outcomes.
Communication Disorders Quarterlyr

2 7 21) ^ 33-46

Hill, J. W., & Thompson, F. T. (2002). Brain science and
brain sense. LDA Nebraska Newsbriefs: Vol. Summer.
Omaha, NE: Learning Disabilities Association of
Nebraska.

140
Juvonen, J. (2007). Reforming middle schools: Focus on
continuity social connectedness and engagement.
Educational

Psychologist.

42(4), 197-208.

Juvonen, J., Le, V., Kaganoff, T., Augustine, C., &
Constant, L. (2004). Focus on the wonder years.

Santa

Monica, CA: RAND Corporation.
Kamalipour, Y. R. & Rampal, K. R.
violence

(2001). Mediar

sexr

and drugs in the global village. Lanham, MD:

Rowman & Littlefield Publishers, Inc.
Kaplan, D. S., Peck, B. M. & Kaplan, H. B.

(1997).

Decomposing the academic failure-dropout relationship:
a longitudinal analysis. The Journal
Researchr

of

Educational

90, p. 331-343.

Keating, D. P. (2004). Cognitive and brain development. In
Lerner, R. M., & Steinberg, L. (Eds.), Handbook
adolescent

psychology

(2nd ed.)

of

(pp.45-84). Hoboken,

NJ: John Wiley & Sons, Inc.
Kozol, J.,

(2005). The shame of the nation:

of apartheid

schooling

in America.

The

restoration

New York, NY: Crown

Publishing Group.
Krashen, S.,

(Summer, 2005). The hard work hypothesis: Is

doing your homework enough to overcome the effect of
poverty. Multicultural

Educationr

12 (4), 16-19.

141
Kroger, J. (2004) . Identity in adolescence

(3rd ed.) .

London and New York: Routledge.
Larson, R. W., Moneta, G., Richard, M. H., & Wilson, S.
(2002) . Continuity, stability, and change in daily
emotional experience across adolescence. Child
Development,

73(4), 1151-1165

Lenhart, A., Madden, M., Macgill, A., & Smith, A.

(2007).

Teens and media. Pew Internet and American Life
Project. Washington, DC.
Lerner, R. M., & Steinberg, L. (2004). The scientific study
of adolescent development past, present and future. In
Lerner, R. M., & Steinberg, L. (Eds.), Handbook of
adolescent psychology

(2nd ed.) (pp.1-12). Hoboken,

NJ: John Wiley & Sons, Inc.
Lohman, B. J., Kaura, S. A., & Newman, B. M.

(2007).

Matched or mismatched environment? The relationship of
family and school differentiation to adolescents'
psychosocial adjustment. Youth I Society, 39(1), 3-32
Lynne, S. D. (February, 2007). Links between pubertal
timing, peer influences, and externalizing behaviors
among urban student followed through middle school.
Journal of Adolescent Health, 40(2), 181.

142
Mason, D. A. (1995). Organization of the middle level
school: Evolution and vision for restructuring. In
Wavering, M. J. (Ed.), Educating

Young Adolescents

(2nd ed.) (pp.201-232). New York, NY: Garland
Publishing, Inc.
McEwin, C. K., Dickinson, T. S., & Jacobson, M.G.,

(2005).

How effective are k-8 schools for young adolescents.
Middle School Journal 37(1), 24-28.
Merriam-Webster,

(2008) . Online dictionary.

Retrieved

January 27r 2008r from http://www.merriam webster.com/dictionary/middleJ20school
Mills, R. F. (1995). Preparing teachers for middle level
schools: Meeting the needs of adolescents. In
Wavering, M. J. (Ed.), Educating

Young Adolescents

(2nd ed.) (pp.131-148). New York, NY: Garland
Publishing, Inc.
Mizell, H., (September, 2005). Grade configurations for
educating young adolescents are still crazy after all
of these years. Middle School Journalr

37(1), 14-23

Molitor, J. A., & Dentler, R. A. (December, 1982).
Reorganizing middle grades: Guidelines for
administratorsr

school boardsr

and planning

teams.

Washington, DC: National Institute of Education (ERIC
Document Reproduction Service No. ED236804).

143
Morocco,C. C., Brigham, N., & Aguliar, C. M.,
Visionary middle

(2006).

schools. New York, NY: Teacher

College Press.
National Association of Secondary School Principals,
(1975). Secondary schools in changing society this we
believe. The National
Principals.

Association

School

Reston, VA.

National Middle School Association,
believe:

of Secondary

Successful

(2003). This we

school for young

adolescents.

Westerville, OH.
Nebraska Department of Education,

(2007). State of the

Schools Report.
Nurmi, J. E.

(2004). Socialization and self development:

channeling, selection, adjustment, and reflection. In
Lerner, R. M., & Steinberg, L. (Eds.), Handbook
adolescent

psychology

(2nd ed.)

of

(pp.85-124). Hoboken,

NJ: John Wiley & Sons, Inc.
Omaha Public Schools,

(2007). Fall Membership Report to the

Board of Education.
Omaha Public Schools,

(2007). Overview of Safe, Secure and

Disciplined Schools.

144
Poncelet, P., & Metis Associates.

(2004) . Restructuring

Schools in Cleveland for the social, emotional, and
intellectual development of early adolescents. Journal
of Education for Students Placed At Risk, 9(2), 81-96
Raebeck, B. (1992). Transforming middle schools. Lancaster,
PA: Technomic Publishing Company, Inc.
Rand Education.

(2004). Problems and promise of the

American middle school. Santa Monica, CA: Rand
Corporation
Reid, P. T., & Roberts, S. K., (2006). Gaining options: A
mathematics program for potentially talented at-risk
adolescent girls. Merrill-Palmer

Quarterlyr

52(2),

288-304
Roby, D. E. (2004). Research ion school attendance and
student achievement: A study if Ohio schools.
Education Research Quarterlyr

28(1), 3-14

Roeser, R. W., Eccles, J. S., & Sameroff, A. J. (2000).
School as a context of early adolescents' academic and
social-emotional development: A summary of research
finds. The Elementary School Journal, 100(5), 442-471.
Roney, K., Brown, K. M., & Anfara, V. A (2004). Middlelevel reform in high and low performing middle
schools. The Clearing House, 77(4), 153-159.

145
Roser, R. W., & Lau, S. (2002). On academic identify
formation in middle school settings during early
adolescents. In T.M. Brinthaupt & R.P. Lipka
Understanding

(Eds.),

early adolescent self and identity

application and intervention

(pp.91-131). Albany, NY:

State University of New York Press
Rothstein, R., (2004) . Class and schools: Using socialr
economicr

and educational reform to close the black-

white achievement gap. Washington, DC: Economic Policy
Institute
Rudolph, K. D., Lambert, S. F., Clark, A.G., & Kurlakowsky,
K. D., (2001). Negotiation the transition to middle
school: The role of self-regulatory process. Child
Development.

72(3), 929-946.

Rumberger, R. W., (1995). Dropping out of middle school: A
multilevel analysis of student and schools. American
Educational Research Journalr

32(3), 583-625

Ryan, A. M. (July-August, 2001). The peer group as a
context for the development of young adolescent
motivation and achievement. Child Development,
1135-1150.

72(4),

146
Seastrom, M., Hoffman, L., & Chapman, C. (2007). The
average freshman graduation rate for public high
school from the common core data of: 2002-2003 and
2003-2004. United States Department of Education,
National Center for Education Statistics. Washington
DC.
Sheldon, S. B. (2007). Improving student attendance with
school, family, and community parterneships. Journal
of Educational Researchr

100(5), 267-275.

Spessot, A. L., Plessen, K. J., & Peterson, B. S. (2004).
Neuroimaging of development psychopathologies. In R.E.
Dahl & L.P. Spear (Eds.), Adolescent brain
vulnerabilities

and opportunities

York, NY: New York

development

(pp.77-85). New

Academy of Sciences.

Stearns, E. & Glennie, E. J. (2006) . When and why dropouts
leave high school. Youth & Societyr

38(1), 29-57.

Susman, E. J., & Rogol, A. (2004). Puberty and
psychological development. In Lerner, R. M., &
Steinberg, L. (Eds.), Handbook of adolescent
psychology

(2nd ed.) (pp.15-

Wiley & Sons, Inc.

44). Hoboken, NJ: John

147
Tajalli, H., & Opheim, C. (2004) . Strategies for closing
the gap: Predicting student performance in
economically disadvantaged schools.

Educational

Research Quarterly, 28(4), 44-54.
The Task Force on Secondary Schools in a Changing Society
(1975). This We Believe. Reston, VA: National
Association of Secondary School Principals.
Unrau, N., & Schlackman, J. (2006). Motivation and its
relationship with reading achievement in urban middle
school. The Journal of Educational Researchr

100 (2),

81-101.
U.S. Census Bureau.

(2006, January 3). Special Edition:

Oldest Baby Boomers Turn 60.

(CB06-FFSE.01-2)

Washington, DC. Retrieved February 3,

2008, from

http://www.census.gov/PressRelease/www/releases/archiv
es
'.S. Census Bureau.

(1962, July 11). Current Population

Reports: Population Characteristics.

(Series P-20, No.

177). Washington, DC.
S. Census Bureau.

(1964, January 16). Current Population

Reports: Population Characteristics.
No.12 8). Washington, DC.

(Series P-20,

148
U.S. Census Bureau.

(2005). Enrollment Status of the

Population 3 Years Old and Over, by Sex, Age, Race,
Hispanic Origin, Foreign Born, and Foreign-Born
Parentage. Washington D.C.
U.S. Department of Education, National Center for Education
Statistics.

(2006). The condition of education 2006f

NCES 2006-071, Washington, DC: U.S. Government
Printing Office.
U.S. Department of Education, National Center for Education
Statistics, Common Core of Data (CCD),

(2005-2006).

Public Elementary/Secondary School Universe Survey,
Version 1a, Retrieved January 19, 2008, from
http://nces.ed.gov/ccd/tables/2006 grade 02.asp
Van Jaarsveld, C. H. M., Fidler, J. A., Simon, A. E., &
Wardle, J. (2007, October). Persistent impact of
pubertal timing on trends in smoking, food choice,
activity, and stress in adolescence.
Medicine,

Psychosomatic

69(8), 789-806.

Valverde, G. A. & Schmidt, W. H. (1997). Refocusing U.S.
math and science education. Issues in science and
technologyr

14, 60-66.

149
Wallis, C., Miranda, C., & Rubiner, B. (2005, August 8). Is
middle school bad for kids? Time, 166(6), 48-51.
Retrieved January 19, 2008, from Academic Search
Premier database.
Way N., & Robinson, M. G. (2003). A longitudinal study of
the effect of family, friends, and school experiences
on the psychological adjustment of ethnic minority,
low-ses adolescents. Journal of Adolescent

Researchr

18(4), 324-346.
Wentzel, K. R. (2003). Sociometric status and adjustment in
middle school: a longitudinal study. Journal of Early
Adolescencer

23(1), 5-28.

Weiss, C., & Kipnes, L. (February, 2006) . Reexamining
middle school effects: A comparison of middle grades
students in middle schools and K-8 Schools. American
Journal of Educationr

112, 239-272

Yecke, C. P. (2005) . Mayhem in the Middle. Washington, DC:
Thomas B. Fordham Institute.

150
Appendix: Letter of Support--Omaha Public School District,
Omaha, Nebraska

r
fflBL

PUBLIC SCHOOLS

151
DIVISION OF RESEARCH
3215 CUMING STREET
OMAHA, NEBRASKA 68131-2024
(402) 557-2080 FAX: (402) 557-2049

May 1, 2 008

Re: The Impact of Two Middle School Grade Level Start Points,
5th Grade and 7th Grade, on
Adolescents' 8th Grade
Achievement, Behavior, and High School Preparedness
Dear: Elizabeth Standish
The Research Review Committee has reviewed your research
proposal
that
involves
the
collection
of
data
from
students, teachers, and administrators through processes
such as the examination and/or collection of information
from files or records, direct observation, focus groups, or
individual interviews.
We believe your study has merit and permission is
granted for you to proceed under the following
conditions:
•

In the reporting of the results, teachers and students
will not be personally identifiable.
• In the reporting of the data, neither students nor
schools will be personally identifiable.
• You will be willing to share results of your study with
OPS .
Thank you for your interest and support in
meeting the needs of our students. Best
wishes.

Sincerely,
Deeann Goeser
Instructional Research Administrator
DG/bl

152
Appendix: Letter of Authorization--Combined University of
Nebraska Medical Center/University of Nebraska at Omaha
Institutional Review Board for the Protection of Human
Subjects

(Letter of authorization available upon request)

